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FORZWORD

The §° nal Exchange (SEZDL/RX) Project prevides information

‘nce services to educators in six states: Arkansas,.
Louisiane, Mic. i, New Mexico, Oklahcemz, and Texes. t is

Exchanges in the nation-wide Research & Development
Exchance (RDx), funu.d by the National Institute of Education, which Tists
jor goal t : dissemination of information about educational research
el To assist in accomplishing this goal, the SzDL/RX
sponsored the R&D SPEAKS: BILIHGUAL/MULTICULTURAL

10N con‘erence in Austin, Texas on November 12 and 13, 1878. In

opment { D).

or* to record and pass on to others some of the experience and
knowledge that was shared during that day and a half meeting, this document,
COMFERENCE PROCEEDINGS for R&D SPEAKS: BILINGUAL/MULTICULTURAL EDUCATION
was developed.
This §s the Tourih of a series of RRD SPEAKS conferences on topics
Three more R&D SPEAXS will be sponsored by the

SEDL/QX during 1680. These conferences will provide oppcrtunities for

relevant to state neads.

sharing, cemmuricaticsn, and growth between researchers, clients, and

users of the kncwiedge and products of educational research and development.

James H. Perry
Executive Director
January 1980
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1. INTRODUCTIOWN

R&D SPEAKS: BILINGUAL/MULTICULTURAL EDUCATION was a conterence held
at Scuthwest Educational Development Laboratory (SEDL) in Austin, Texas
on November 12-13, 1979. The conference was sponsored by the SEDL
Regional Exchange (SEDL/RX), a dissemination project funded by the
National Institute of Education (NIE). Regional Exchanges disseminate
informaticon about educatiornal research and development outcomes to
practitioners, link practiticners with needed resources, and communicate
information about practifianer needs and activities to those engaged
in educational research and development. The SECL/RX serves the six
state education agencies in Arkansas, Louisiana, Mississippi, New Mexico,

Oklahoma, and Texas.

R&D SPEAKS: BILINGUAL/MULTICULTURAL EDUCATION is the Tourth in a
series of R&D SPEAKS conferences, an innovation of the SEDL/RX. Like
the other R&D SPEAKS, this conference was designed to provide an '
opoortunity for educational researchers and practitioners to share ideas,
experiences, and information. Developing the conference agenda involved
the SEDL/RX planners in a variety of needs sensing, matching, and
collaborative tasks. The initial subject of the conference was to be
current research in bilingual education. However, as prospective
conference participants were contacted and topics sought to match th=ir
needs, it was quickly determined that the conference should also address
multicultural. education. As planning progressed, the breadth of the
topic became apparent, and the increasing number of possible presentation
*spics could have filled a week-long agenda. Unfortunately, since
conferance time was limited to one-and-a-half days, some interesting
possibilities had to be eliminated.

In selecting conference presenters, the SEDL/RX was fortuna;e in
being able to tap the resources of SEDL, which.over the past 12'years has
been a leader in bilingual/multicuitural education, developing curricula
for bilingual students, providing technical assistance to schools and

conducting research in the field. SEDL's Division of Bilingual
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and Internaticnal Education (BIE) and SEDL's Follow Through Program, housed
in the Division of Field Services and Dissemination, agreed to be mrjor
oresenters at the conference.

The staff of SEDL's Bilingual and Internaticnal Zcucation division
‘s currently examining several research issues in biiingual ecucation:

gn1t1v° styles of language minority children, elements of effective

v 0O
(@]

taff development in bilingual schooling, and teaching reading to

bilingual children. For the conference, the BIE staff was asked t

deve]op three research-based synthesis papers. Domingo Dominguez, BIE's
division director, prepared “"Implementation of Bilingual Programs.”

BIZ staff member Betty Mace-Matluck's topic was "Language Arts in

ingual Education," and Weyne Holtzman, Jr., chose "BiTingual Program QOut-
comes. The authors produced deccument drafis over a several month
period and presented the information they cortained during the morning
session of the conference. Final versions of the three papers, as well
as an explanation of the rather lengthy process used to identity topics
of interest to bilingual education practitioners, follows in the second

section of this report.

Three topics were identified in the multicultural area: ways to
incorporate culture in the classroom, the concerns of Native American
students, and teaching Irdo Chinese children. For these presentations,
the Regional Exchange turned *o SEDL's Follow Through Prcgram, as well
as to outside presenters. The SEDL Follow Through Model has éh'li—year
nistory of field service to teachers in bilingual classrooms. It is part
F the National Follew Through effort funded by the U.S. Office of
Education and bases its activities on a bilingual education model utiiizing

o

SEDL's research-based bilingual curricular materials. A mejor part of
program activities takes place during in- service sessions developed and
conducted by the Follow Through staff. Margarita Rivas, a senior trainer
on the Follow Through staff, presented an afternoon session titled,
“Incorporating Culture in the Classroom." Two specialists from outside
SEDL were contactad for the remaining two presentations on multicultural
topics, which took place on the next day: Wathene Young, director of the
£PIC program at Northeastern State University, Tanhlequah, Oklahoma presented
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"inlearning Indian Stereotypes," and 8i¢h-Chi ViU-Thuddg Van, an English-
as-a-Second-Language Instructor at Austin Community College, presented the
concluding session, “Vietnamese Childrern in U.S. Classrocms." Short
biographical sketchss of the presenters, along with their presentations,
omoris
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third seaction of this report.
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cariicipants attencded the conference.

tee

Al1 six states were
eoresented and participants spanned SEA, LEZA, and IEA levels.
or

-~

The agenda
The CONFERENCE PPOCEEDINGS .
"Issues in Bilingual Education”-- the
three papers wh’ch provide information to practitioners about research,

-4

he conTerence is reproduced below.

ot

is divided into three sections:

proceeded by an introduction; "Issues in Multicultural Education”-- an
account of the three field-based presentations; and "Conference Evaluation"--
preliminary evaluation results based on guestiornaires completed by
participants. An Appendix includes a 1isting of resource materials

displaysd during the conference.



"R&D SPEA

AGENDA
IN BILINSUAL/MULTICULTURAL EZDUCATION"

November 12-13, 197§
Sth Floor Conference Room

Kondav. November 12, 187
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1845

8:45-9:45

§:45-10:00
10:00-11:30
11:30-12:00

12:00-1:30pm
1:30-4:30

Coffee & Donuts
Welcome & Introductions

Presentation of selected issues in Bilingual fducation.

Dr. Domingo Dominguez, Or. Betty J. Matlock, Mr. Yayne Hollzman, J
staff members ¢f the SEDL Bilingual and International

£ducation Division will present a synopsis of current

developmernt in several bilingual educazion issues:

ey

Research on outcomes of bilingual programs; 2

Implementation; research as it relates to bilingual
education;

Current research in the reading and larguage arts
domains of bilingual educaticn.

The staff members will discuss their own work as well as
review some on-going activities of other researchers.

SREAK

Continuation of first session

“Evidence of the Effectiveness of 2 Bilingual Early
glementary Program"

Dr. Preston C. Kronkosky, Director of the SEDL
Follow Through Program

LUNCH

Culture in the Classroom. What are some elements that should

Ee rememoered wnen inclucing culture in the surriculum?

Ms. Maggie Rivas,and Carol de la Torre, SEDL teacher trainers
and field agents, will present some basic conc2pts that should
be includad in a culturally relevant classroom as well Is

some examples of cpecific activities an materials developed
by several schools throughout the country.

usscav, November 12, 1879

£:00-8:30am

:30-1C:G0

(48]

10:00-10:15
12:15-11:30
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Coffee & Conuts

Unlearning Indian Stereotypes
Presentation by Wathene Young, Cherckee Delaware, from
Nortn Eastern State University in Tahlequah, Dklahorma, on

BREAK

Yiet Namese Children in U.S. Classrooms.

Presentation by Eich-Chi Vu-Thuong Van, editor of Homeland,
a Yiet Namese/@nglish mggazine,'kus:in,.on scme of the
problems and misconceptions that fazce Vietnamese parents.
children, and the teachers of these c..ildren.

Evaluation & Closing Remarks
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i1, ISSUES IN BILINGUAL EDUCATION

INTRODUCTION

The following three papers were developed by members of
8iTingual and International Education (BIE) division for R&D SPEAKS IN
BILINGUAL/MULTICULTURAL EDUCATION, a conference sponsored by *the SEDL/RX
and held on Noverber 12-13, 1879. The three pepers provide a review of
research findings in selected topics pertaining to biiingual education
and are add?essed +o0 those educators--teachers, coordinators, project
directors--who are interested in sucﬁ research but do not have the
time or resources to stay abreast of the continuing activities teking
place in universities, laboratories, research centers, private companies
an¢ school districts throughout the educational world.

The three papers are titled: "Language Arts in Bilingual Education:

A Synthesis of Current Research in Oral ianguage and Rezaing,” "Bilingual
Program Outcomes," and "Implementation of Bilingual Programs." The
topics were chosen as ke result of a needs assessment conducted by the
SEDL/RX which attempted to identify topics or questions of current
interest and relevance to bilingual educators. The assessment was
modeled after similar activities of another project, the R&D Interpreta-
tion Service (RDIS) located at CEMREL, Inc., in St. Louis, Missouri.
As noted in a recent RDIS publication, THE READING PORTFOLIO:

The increasing concern with the relationship between

theory and practice that has developed in recent decades

has resulted in a number of visible changes. Perhaps

the most notable is the large number of interpretive

products, books that review the research literature

end go on to draw implications for practice. The text

for these products has usually been based cn a review

of the research literzture. After asking what

researchers have discovered, the authors identify the
implications of these discoveries for practitioners.

.
o
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When RDIS undertook a iong-term project to produce & synthesis of
research in reading instruction, the staff decided to restructure the
usual review and interpretation sequence, which tends to reflect the
researchers' views of theworld. Jnstead, a series of aiscussions and
question-and-answer sessions was initiated with groups of teachers,
principals, and reading coordinators to try to determine topics of
jnterest, regardless of current research activities. Based on these
needs-sensing sessions, a list of guestions emerged, and the RDIS staff
then turned to the research literature to determine if answers to some

-

of the questions could be found.

A similar process was undertaken by the SEDL/RX for research issues
in Rilingual education. Two SEDL projects, the Follow Through Program
and the Basic Skills Lezrning Centers Project, both of which have
extensive experience in bilingual education, recommended the names of
practitioners across the United States who were involved in bilingual
education and who would be interested in responding to a short
questionnaire. The forty-eight teachers, principals, and site coordinators
suggested were located in seven states: Arizona, California, Colorado,
Louisiana, New Mexico, Pennsylvania, and Texas. Each person was mailed

an open-ended questionnaire which requested a response to one inquiry:

PROBLEMS OR QUESTIONS CONCERNING BILINGUAL
WOULD LIKE 70O SEE RESEARCHERS ADDRESS.

PLEASE DESCRIBE TEZ
ZDUCATICN wHICH YOU

The question elicited a very high response rate: forty questioniaires
were returned to SEDL. 'Predictably,:a wide range of responses was generated
by such a broad question. Many of the 46 questions which surfaced were 4
zSked by more ﬁhan one respondant. A few were asked by as many as five
different respondents. Such *popular" gquestions received special attention
when sta®f from the SEDL/RX and the Bilingual and International Division..
stzrted examining the information. The 46 questions were distilled into
several larger, more general issues from which the three paper topics
were finally selected. As would be expected, all 46 questions could not

=2sily pe delegated to a general content area, and in some instances, the

12
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spacificity provided by many of the practitioners was lost in the affort
to generalize. Finally, three topics were identific as responding to

the main concerns in the gquestions.

After the topic identification, three members of the Bilingual and
International Educztion Division, Dr. Domingo Dominguez, Dr. Betty Mace-
‘atluck, and Mr. Wayne Holtzman, Jr., prepared the papers which follow.
The papers included information which the authors have extracted from
a variety of sources. In an effort to present synthesis documents, the
current literature was examined tc determine issues and conflicting
viewpoints. Rezding 1ists and extensive bibliographies accompany the
papers to allow readers further ex@mination of details or alternate views.
Although the author's personal viewpoint is a part of each paper, readers
will find that the information contained goes far beyond personal

opinion.

Dr. Domingo Dominguez, the director of SEDL's Bilingual and Inter-
national Division, has been involved in bilingual education since 1961.
He has taught at the elementary, junior high, hfgh school and college
levels. In addition, he has conducted field research and managed research
projects, such as one which studied cognifive styles of language minority
children. Dominguez has his Ph.D. from the University of New Mexico in

Curriculum and Instru.tion.

Dr. Betty Mace-Metluck, senior researcher for the division, received
her Ph.D. from The University of Texas at Austin. She has had extensive
exserience in language research, as well as in public school teaching,
supervision, administration and teacher training. Her background includes
the management of a large field-based research project jointly sponsored
by the Seazile Public Schools and the Center for Applied Linguistics.

Currently she is principal investigator for & study on the teaching of
u

Mr. Wayne Holtzman, Jr., trainer for the division, is invelved in

sroject to improve the capability of project directors to manage and

v

3i1ingual Education Programs in the Southwest. He
is currenzly a doczoral candidate in Educational Psychology at The
0

exas at Austin.

ERIC 12
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It should be repeated that the primary purpose of the papers is to
provide a general overview of current research for the practitioner 1in
bilingual education. No attempt has been made to address the educational
researcher. Hethodological background, statistical details and technical
Tanguage have been eliminated in order to produce short, readable papers
for general educators. In an additional attempt to incorporate
practitioner's comments, draft copies of the papers were sent ©o the
original 48 questionnaire respondents, with a request for their suggestions
and general impressions. Eight of the draft copies were returned and
suggestions and feedback were incorporated. At .z end of the conference,
copies of the papers were distributed along with evaluation forms which
asked about the usefulness of the papers. HNone of these has been returned

by mail to-date.

The three papers will be issued separately and offered to interested
educators in the six-state region served by the SEDL Regional Exchange
(SEDL/RX). The development of products suc~ as these papers, which
attempt to link the world of research with the world of the practitione.,
is a mejor activity of the SEDL/RX. It is hoped that such intermediary
producfs will help fulfill one of the major goals of the SEDL/RX, which
js to support the dissemination of research outcomes by providing

informa=ion, technical assistance and/or training.

ERIC 1
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BILINGUAL PROGRAM OUTCOMES
BY

WAYNE HOLTZMAN, JR.




WAYNE HOLTZMAN., JR.

RILINGUAL PROGRAM OUTCOMES

Wiq‘ven though the current impetus for bilingual educatior is over

H sten vears old, bilingual education remains an innovative and contro-

versial issue. The basic premises of bilingual education ar= strongly
defended by its proponents and hotly contested by its opponents. A variety
of bilingual programs throughout the United States receive substantial

money from numerous federal, state,and Jocal sources. It is no wonder, then,
that the general public views with considerable interest the question of
bilingual program outcomes. With the increasing emphasis upon accountability
and reduced spending for federal programs, people want to determine, once

and for all, if bilingual education really works.

DOES BILINGUAL EDUCATION REALLY KORK?

Tnfortunately, it is impossible to respond to this question without
-é;,) irst considering 2 variety of factors relating to the particular
bilingual program, its implementation and its context. A number of essential
quastions must be asked:

®* what type of bilingual program is being examined?
- b £ =

® Is it a transi*imnal program designed to ease a child’s
Introduction to English?

Is it a maintenance program designed to maintain and build
1 = the native languace while introducing and
ing skills in English?

Who are the teachers iIn the program and what are their
cualifications?

Who are the students and what Is their language history?
whet is the dominant language of the community?

Does the community support the program?

22 mee oo -3 - - ’ ; - -] v defined?
Eow a-e the program's instructional seguences fined:

Does the program have adequate financial resources?

17 </
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WZYNE HOLTZMAN, JR.

WELL-PLANNED AND WELL- Obviously, each bilingual program is different
fINAGED BILINGUAL PROGRAMS - cie .

- and sh d be evaluated within its unicu
CAY EELP CHILDREN'S oul ve acae

ACADEMIC ACEIEVEMENT AND context. In many cases, the evaluation designs
SELF-CORCEPT. of bilingual programs dc not yield enough
appropriate information for conclusions to be drawn even when the context is
known. Sometimes this is the fault of evaluators who fail to plan an adequate
design. More commonly there are other factors involved that make it
extremely difficult to evaluate bilingual programs. For example, it may

not be feasible or appropriate to have one group of children participate in

a bilingual program while another group is denied the program in order to
serve as a comparison. Another problem for evaluators is that the population
mobility often means there are not enough students available for long-

range study. While it is difficult to miasure the effects of bilingual
education on students, we can conclude that well-planned and well-managed
bilingual programs can be very beneficial for children who participate.

The following summarizes documented results which have led to this

conclusion.

ACADEMIC ACHIEVEMENT *HE NEGATIVE SIDE

}{Eé ofore discussing evidence of positive resuits of bilingual programs
it is important to mention several studies which show negative

results. The ‘largest of these studies was conducted by the American Institute
for Ressarch (AIR) in the mid-1970's. Results from a substantial number of
sites suggested to AIR that Title VII bilingual programs were having 11Ltle

~— oF 76 effect on students. Overall, Title VII students in Grades 2 through 6

performed worse in English language arts than the non-Title VII students,
anc¢ bo*h groups performed at about the saue level in mathematics. Unfor-
tunately, Spanish reading could not be evaluated for lack of appropriate

standardized criteria.

18
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ILINGUAL PROGRAM OUTCOMZS

B S

Wﬁme the findings of the AIR study should be taken seriously, its
credibility has been questioned by other researchers. In the first
place, since less than six months was allotted at most sites between the
two testing periods, students may not have had enough instructional time
for program effectiveness to be demonstrated. Secondly, in classifying
students according to language, teacher judgement was the main criterion

used, yet half of the teachers doing the classfication were monolingual

speakers of English. (For a more complete discussion of other criticisms,

see Cardenas, 1377 in the Se]ected—Réadings section attached.)

J-/%Lsecond study that also has received much attention was superior to
the AIR study from a methodelogical standpoint. This study, presented
in a 1976 article by Andrew Cohen and Luis Laosa, reported a _combination
of positive and negative results concerning the bilingual program being
used in Redwood City, California. On the negative side, the study found
that children speaking both Spanish and English who were enrolled in the
bilingual program showed a lower level of English reading achievement than
a comparison group which did not participate. In addition, the comparison
group actually performed better in Spanish reading than did one of the
three bilingual classes! This was quite unexpected, since the comparison
group did not receive instruction in Spanish. At least one investigator
has suggested the possibility that the bilingual children enrolled in the
program may have been at a disadvantage because they were introduced to
Spanish and English re:.ing at the same time, without first establishing

2 solid foundation in one language which could then be transferred to

the second language. (Fifty-iwo percent cf Titie VII brograms in 1969-70

used this instructional approach to reading.)

ACADEMIC ACHIEVEMENT--THE POSITIVE SIDE

WITHOUT THE PROGRAMS, Fortunately, several recent reviews of
STUDINTS MIGHT PERFORM

WORSE THAN THEEIR ENGLISH-
SPEAKIIIG PEERS. have concluded that the potential benefits

empirical studies and evaluation reports

19



of bilingual programs are real and tangible. In a comprehensive review by
Zappert and Cruz (1977) of well-designed studies, 58 percent of the findings
were positive, 41 percent were neutral, and only 1 bercent was negative.

The results can be viewed even mor= positively if one considers that withcut
the bilingual educaticn programs, these students might actually perform
worsz than their English-speaking peers. Zappert and Cruz fall short of
giving bilingual education their full endorsement, but they do conclude
that the evidence thus far suggests that bilingual education programs tend
to improve school attendance and have a neutral or positive effect on the
&Eve]opment of oral language, reading and writing abilities, mathematics,

and social studies.

IT IS BETTER TO LOOX AT In 1978 another review was published by the
LANGUAGE OUTCOMES OVER

- Nati i e for Bilingu i
% PEaTOD OF SEVERAL VEARS National Clearinghouse for gual Education

EAN TO EXPECT IMMEDIATE under the authorship of Rudolph Treike. This

= m . . L. . . :
RESULTS. is a well-written article which should be

read by everyone ‘concerned with the issués of academic outcomes for-bilingual
students. It is especially useful in presenting short descriptions of
bilingual prograhs which claim success in boosting academic achievement.
A11 the programs were carried out in the the United States and variously
represent Spanish, French, Chinese and Navajo languages. Results from
several programs imply that it is better to Took at language outcomes over
a period of several years than to expect immediate results from programs
that have racently received their initial funding. Teachers know that
children do not become fluent English speakers in a few months. Indeed,
we believe that only a long-rance evaluation design which studies program
effacts over a period of several years and views the program within its
particular social, politicz1 and educational context can produce valid '

results.

!é n increasing number of long-range rtudies have been appearing 1in
M the literature recently. One of the most promising is an evaluatian

0f the SEDL Follow Through Model, presented in the 1979-80 Follow Throuch
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proposal {submitted to the U.S. Office of Education in March 1979). The
SEDL Follow Through Model is used in 191 classrooms in 19 schools from
seven different school districts throughout the nation. The Dprogram
avaluation, which is presented in the proposal, monitored student achieve-
ment from the fall of 1971 to the Spring of 1978. Test scores in reading,
math, and basic ]anguage.skills for Follow Through Bilingual Program
students (K-3) were superior to those of students not in the Follow

Through Program.

3ILINGUAL EDUCATION HELPED These results are quite impressive, but are
DISADVANTAGED STUDENTS

CrOSE THE GAP even more so considering that Follow Through
Pl £ .

students were charzcteristically from socio-
economically disadvantaged families. It is usually the case that such
students score lewer than their more advantaged peers. The superior test

/ iqx
scores of these disadvantaged students indicate that bilingual exposure

‘helped them close this gap.

J‘/%Lsecond ]ongit&dina] study worthy of note was carried out on the

. Nueves Horizontes PIP Program in San Marcos, Texas, by the staff of
the Bilingual and International Education Division of Southwest Educational
Development Laboratory. Reading, lang. ge, and total battery scores on

the Comprenensive Test of Basic Skills of students entering school with
limited English were higher in 1979 than they had been during the previous
two years, before the start of the bilingual program. In addition,
kindergarten students in 1979 scored higher on the post-test of the Boehm
Test of Basic Concepts than did students in previous years. This was

true in spite of the fact that the 1979 students began the school year

with slightly lower scores than had been obtained for students entering

in 1977.
SINCE 1972, 4TH AND 5TH Two other recent long-range studies which
GRADE STUDENTS HAVE . .
DE STUDE S a4 _ chould be mentioned concern the Rock Point,
STEADILY INCREASED THEIR
. READING SCORES. Arizona bilingual program for Navajos and
the Spanish-English bilingual edvcation program 0f Santa Fe, New Mexico.

2“ . >
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In the Rock Point school, which has used a bilingual maintenance program
since 1972, fourth and fifth grade students have steadily increased their
reading scores, each year coming closer to the national norm for reading
the Stanford Achievement Test. Wnen the bilingual program started
in 1972, fourth grade students were scoring 1.3 years below the norm and
£ifth graders 1.6 years below it. By 1975, fourth and fifth graders'
scores had climbad to .6 years and .5 years, respectively, below the norm.
In 1976, the students' achievement scores in reading had approached the
natjornal SAT norm for their age‘groub. In contrast, students from other
Navajo schools not using a bilingual instructional program were scoring
two years below these norms in 1975.

THE DIRECTOR HAD BEEN IN The Santa Fe bilingual program was 2lso
CHARGE OF THE PROGRAM FOR . ‘s .

evalu sitive during the ye
SIX YSARS AND THERE WAS valuated quite positively g years
VERY LITTLE TURNOVER IN 1972-77. 1In fact, its evaluator suggests
STAFF

results contrary to the negative AIR study.
Students enrolled continuously in the bilingual program for five years,
beginning in the second grade, achieved the national norms for their age
in reading by the end of the fifth grade. Their performance was even
better in math: They weré able to surpass the norms during fourth grade
and maintained this advantage through the end of the sixth grade &s well.
One possible contributing fact to the success of this program is that the
directo~ had been in charge of the prcgram for six years and there was
very 1ittle turnover in staff. This may have freed the program operation
from the internal stress which often plagues bilingual programs. (For
tails of these two program evaluations, please see the reports

de
Tisted at the conclusion of this article.)
CAN BILINGUAL EDUCATION IMPROVE THE SELF-CONCEPT?
§ §< Jrile academic achievement is.important, it should be remembered
that tnis courniry's legal mandate for bilingual education was the

Q [ < i
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BILINGUAL ~ROGRAM QUTCOXES

result in part of the concentrated efrorts of individuals who believed
that bilingual education programs had the potential of improving the self-
concepts of children whose first languege is not English. Most bilingual
programs include affective éducation and the betterment of the student's
seif-concept as an important goal of the insiructional component. Before

proceeding, however, let us clarify exactly what we mean by self-concept.

MINY BILINGUAL PROGRAMS Tn general terms, self-concept represents one's
FAIL TO DIFFERENTIATE . — . .

soEEN GLOSAL AND jdentity, or sense of being, and how he or she
SPEZCIFIC SELE-CONCEPTS. feels abcut it. Researchers sometimes meke a

distinction between the global self-concept and the specific self-concept.
The global self-concept represents an individual's perceptica of him- or
herself across a variety of situations. A person with a fairly high global
self-concept may feel self-satisfied in most--though not all--areas of
1ife. The specific self-concept, however, is much more bound by the
individuals;i,situation. One example of this type of self-concept is how
a studéntxv{;ws his or her performance in reading or math. A student may
have a high specific self-concept in academic areas yet have a much

Jower self-concept in social areas. It-is_important to make a distinction

between the two types of self-concepts since many bilingual programs do not

differentiate between them. While a bilingual program may include as one

of its goals a vague reference to student "self-concept,” its real goal
may be improved motivation in reading or development of a more pesitive

view of the student's native cuiture. -

’jgj1he issue becomes more complicated if we look at the types of testing
instruments used to measure self-concept. The child's specific
self-concept as it relates to school is of particular interest to bilingual
edycators, yet they commonly use test instruments of questionable validity
which yield scores that allegedly reflect global self-concept. Needless

to say, because of this inconsistency, as well as the fact that no one

has come up with an easy and objective way to measure self-concept,
conclusions based upon outcomes in this area are tentative.

23 ' <0



STUDEZNTS TIND TO IMPROVE Mevertheless, there are certain statements
rYTZIR SELF-CCONCEST SCORES ‘

that can be made to summarize research in

self-concept for bilingual students. Perhaps
one of the most positive findings is that very few evaluations of bilingual
programs have reported negative or damaging effects upon the self-concept
of either Silingual children or their monolingual peers. More commonly,
211 students exposed to bilingual proc-ams tend to improve their self-
concept scores over time. This was found to be the case in one of the
bilingual programs which the SEDL Biiingua] and International Education
Division helped evaluate. Over a two-year period during kindergarten
and first grade, both limited and non-1imited speakers of English in
this bilingual program made substantial gains in scores on the Primary
'Self;céncept Inventory (a standardized asséssment tool of student self-
concept developed by members of the educational psychology department at
New Mexico State University) The limited English speakers improved from
a 197%7 8 pre-test score at the 22nd percentile to a post-test 1978-79
scoresat the 55th percentile. The non-limited English speakers improved

\\\_duffi; the samz period of time from an average score at the 50th percentile

t0 a post-test score at the 69th percentile.

CLASSROOM TEACHERS ARE . In summary, although the relevance and

AN INVALUZBLE RESOURCE. \

i
bilingual students can be questioned, most studies do report findings which

validity of research in self-concept for

are more positive than negative. Classroom +cachers could be an invaluable
resource in this area. They can observe over time how each child changes

in zttitude toward him- or herself, other students, and motivetion to learn.

SOVE OTHER CONSIDERATIONS . .

THI SUPPORT OF COMMUNITY There are several additional points which
- ) IS IMPORTANT s . . - cq s

35 IS IAPORIANT. should be mentioned when discussing bilingual
orogram outcomes. One of these is the important link that exists between

5i1irgual programs and the community. Although research is limited in this

oo

| TN

ERIC . - 2

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

BILLNGUAL PROGRAM CUTCOMES

area, it has been suggested that a bilingual education program has a better
chance of succeeding if it has the support of community members. ~Similarly,
an effective bilingual program may have a positive infliuence on the
attitudes of community members toward bilingual education. Unfortunately,
some programs are implemented without first establishing whether or not
community members, particularly children's parents, have perceived a

genuine need for the bilingual p-ogram.

A GAIN IN COGNITIVE inally, recent research in biiingualism
BENEZFITS IS BEING REPORTED. ,

tx]

suggests that a number of cognitive benefits
may be gained in the process of becoming bilingual. These benefits are

in addition to the explicit goals of a particular program. Several studies
have concluded that bilingual students are superior to monolinguals in
concept formation, flexibility of thought which aids problem solving,
certain aspects of creativity, and an awareness which helps focus on the
meaning of language rather than on its form. There have been fascinating
studies which suggest that the brain of a bilingual speaker functions
differently from that of a monolingual speaker. If the above research
findings can be rep}oduced in future studies, bilingual education programs
would be performing a very important service to this country by helping

children to become more bilingual.

t

A COPLEX PRENGMENON-

’—E_1o summa. ize, bilingual education is a very complex phenomenon, and
A numerous factors determine whether or not a bilingual program is
successftul in zny given situation. It now appears that the effects of
5i1ingual programs on academic outcomes are best measured over 2 period of
at least three years. Apparently it is unrealistic to expect quicker
results. At this point research in bilingual education is stiil in its
infancy, and conclusions regarding effectiveness should be stated with

cauticn. However, two recent reviews of the literature suggest that
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bilingual education programs, when planned .arefully, can have a positive
impact ‘on oral language development, as we.l as on reading, writing,

mathematics and social studies.

g §§ 7 hereas the documentation of academic outcomes has been of prime
importance to educators, othei types of outcomes are also imporiant
to consider. Results from most stucies which have looked at the effects
of bilingual education upon the'se1‘;concepts of children show a lack of
negative psychological effects. On the contrary, some studies have shown
that children exposed only minimally to a bilingual education program
mace substantial gains in self-concept. It is probable that effective
bilingual programs can also have a positive effert upon the attitudes of
the community members it serves. Finally, recent studies in the Field
of bilingualism have shown that bilingual children reap a variety of

cognitive benefits, independent of academic achievement.

oS
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Carcenas, Jose A. "Response I," Language, Ethnicity, and the Schools:
Da1lcy e];ernae1ves Tor B111noua1 Bicultural Education, ed. Noel Epstein.
washincton D.C.: The George Washington University Institute for

Educational Leadership, 1977, 71-84.

Epstein's book is considered by many to have helped
ignite the national controversy over bilingual education.
In the chapter cited, Cardenas provides his own definition
and rationale for bilingual education and cescribes various
characteristics and tvpes of programs that exist in the
field. Ten examples of flaws in the AIR outicomes study
are presented, and toward the end of the chapter, Cardenas
raises a number of issues in which he strongly disagrees
with Epstein. This chapter, as well as the whole book,
should be carefully read by all bilingual education
teachers. It is interesting to see how a bitingual
Chicano educator's vies (Cardenas) clashes with someone
whose background is journalism (Epstein). Important
points are brought out by both, with far-reaching
political and educational implications.

Cohen, Andrew, and Luis M. Laosa. "Second language Instruction: Some
Research Considerations," Journai of Curriculum Studies, 8{1976), 149-165.

The article discusses a variety of issues such
as first and second language instruction and program
outcomes in bilingual education. One of its main points
is that the measurement of program outcomes is complex
and involves an interaction of many factors, not all of
which can be accounted for in any given study. The ~
factors include parental involvement and attitudes; .
grouping of students with respec” to language dominance;
length of time tk= instructionai treatment is in
operation; types cf specific instructional methods
and technigues employed by teachers; characteristics
of student participants; and the degree to which the
child*s native and/or second language is used for-
instructional purposes in the classroom. It is
suggested that apparent contradictions in research
findings actually may be due to differences among
b1x1ngua1 programs, or in factors whwch,af ect a
given program. Towards the end of the article, two-
radically different bilingual programs are descr1bedg
Teachers might wish to compare -these two types: of .
programs to determin2 how and why Lhey are. d1fferent

\
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f, malcolm N. Evaluations of the Impact of ESEA Title VII Spanish/
h Bilingual Sducation Program: QOverview of Study and Findings.
0, Calitornia: American Institute for Research in the Behavioral

Ot OO

This document, representing the fTinal report, summarizes
in 32 pages.information found in three previous voiumes.

- The design of the studv and a summary of findings are
presented for Spanish/Eng” ish biiingual projects which
were in their fourth or fifth year of funding, as of Fall
1975. A wide range of topics is covered, such as charac-
teristics of teachers and teacher aides, types of students
who were participants in the projects, the effects of
Title VII programs on attitudes and achievement, etc.
Although the paper is somewhat technical, there are several
reasons teachers should become familiar with its contents.
The results reported have been cited by researchers as
evidence against bilingual education and are quite contro-
versial. More important, it is the most extensive study
conducted to-date in the area of bilingual education.
Rather than relying on secondary sources which are often
biased, educators should read the paper and judge its own
merits.

Troike, Rudolph C. PResearch Evidence for the Effectiveness of Bilingual
Education. Rosslyn, Virginia: National Clearinghouse for Bilingual _
tEducation, 1978.

Teachers will find this paper to be a well written,
concise synthesis of positive findings regarding bilingual
program outcomes to-date. A word of caution is in order:
because of the paper's concise nature teachers should
21s0 try to read some of the original studies and evaluation
reports. Troike notes that since 1968, less than one-haif
of one percent of the monies allocated to bilingual
education have been spent on research! Such Tack of funds
has slowed substantially the acquisition of knowledge
concerning the effects of bilingual programs. Nonethe-
Tess, Troike describes the results of twelve bilingual
programs which have reported positive outcomes.

o ' ' 2 )
ERIC

Aruitoxt provided by Eic:



Z., and 8. Roberto Cruz. Bilingual Education: An
irical Research. Berkeley, California: Bay Area Bilingual
/Lau Center, 1977.

M I>
(LU

This short bock presents, in a non-technical way,
synthesis of findings from research in bilingual
tion. Rigid (perheps too rigid) criteriz were
used in accepting or rejecting evaiuation reports and
studies. If one of six weaknesses was detected, the
study was rejected. Of 108 project evaluations, only
thres werc accepted from a methodological standpoint.
0f 76 research studies,-only nine were deemed adequate
in methodology. Of 66 findings reported, 38 were
positive, 27 were neutral, and only one was i.egative.
Some of the neutral findings were basically positive
ones, since students in bilingual classes were not
learning at 2 slower rate than students in monolingual
classes. The book is well organized and easy to read.
Results are presented in chart form, and a comprehen-
sive bibiiography is provided of all studies and
evaluation reports which initially were considered
for review. A weakness of tnis book is that a large
number of studies and e-aluation reports were not
avajlable for review at the time of publication.
Nonetheless, it is a good reference for teachers.
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DOMINGO DOMINGUEZ

NTATION OF BILINGUAL EDUCATION PROGRAMS

INTRODUCTION

‘ Eé}%'i]ingua1 education is an important and controversial educational
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innovation. Its advent has caused much debate and raised a great

number of issues. HMany of these are.related to the implementation process.

VARIOUS Fac

IHPLEMENTAT

INFLUENCE There are several.reasons why it is important

~{ ).]
O
Z
n
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}

to study the implementation of bilingual
programs. The most obvious reason is that unless we can identify and
describe evplicitly the particular program that has.been imp]emented, we
will have no basis for assessing how well it works. Similarly, unless we
can adequately assess bilingual prbgrams, we have no basis for determining
Just hpw valid the concept of bilingual education is for limited-English-
specking children. Another reason why it is important to study implemen-
tation js to understand why certain programs succeed while others fail.-
It is beijeved by many educators that various factors infiuence the rate
at which bilingual programs reach high levels of implementation, as well

as determine the extent to which a particular program is implemented.

o

SSZARCH IN EDUCATIONAL Research on the implementation of educational
NNOVATIONS HAS IMPLICA-

A

I . . .

innovations is extensive; however, research
TIONS FOR BILINGUAL innovatio ; ’
EDUCATION. on the implementation of bilingual
education. is extremely limited. Nonetheless, research in

educational innovations does have implications for >ilingual education.
The discussion which foliows examines studies which have identified factors,

beth positive and negative, that influence the implementation process. '
The findings from this research mayv be useful to individuals responsibie

Tor impliementing bilingual education programs.
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RESEARCH FINDINGS
THE RAND STUDY

7 the Ranc Corporation has completed a two-phase muiti-year study of
_é_ Tederaily funded brograms designed tc introduce and soread innovative
practices in public schools. The first phase focused on determining what
kinds of strategies and tonditions‘tended to promote“thanges in the schools
and which did not. The second phase looked at the institutional and
nroject factors which tended to sustain or deter implementation.

’ig:ihe programs studies in phase one were: ESEA Title III, Innovative
Projects; ESEA Title VII, Bilingual Education Projects; Vocational
Education Act, 1968 Amendments, Part D, Exemplary Programs; and the Right-
to-Read Program. The most important findihgs across the projects Qere
that: (1) districts that started projects based on educational concerns
were more successful than those that began projects primarily because
money was available; (2) projects that addressed high pribrity needs of
the Tocal schocl district were more likely to result in change than projects
which were of lower priority but addressed'federa] concerns; (3) projects
thich involved local staff in the initiation and early planning for the
project were more successful in the implementation; (4) the type of
planning was more important than the amount, that is to say, "on-line"
project planning throughout the implementation proc~zs was importanv;

and (5) projects were more successful where "mutual adaptation" was

. prevalent (the project and the local school setting made coordinated

changes during the impiementation process).

@ther factors which influenced implementation are Tisted below:

Training. The amount of training was correlated to
project implementation. Egually important was the
type of training. The most effective training used
" how-to-do-it"” workshops conducted by site personnel.
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Staff Meetings. Frecuent and reguliar meetings provided
staff with an opportunity to discr<s project problems and
possible soluticns. The meetings improved morale and

<L
aicded in Implementation

Materials Dewvelopment. I
local stafl concributed to b
croject coais and offered pr
to learn by doing.

Tncentives. Professional incentives were mcre effective
in soliciting teacher coopferation and involvemsnt tian

were extra pay and other material incentives.

taFf Size and Experience. Success was more likely:
where project staff formed @ sufficiently large group
to provide mutual support and share ideas. Previous
experience of project staff with Innovation facilitated
roject Implementation.

Other Innovative Projects. The existence of other
innovative efforts sometimes interfered with the
implementation of bilingual education projects.

Administrative Support and Access. Administrative
support, technical assistance, and open communication
layed an important role in facilitating implementation.

:E?nsunmary, those projects which were well implemented were charac-
terized by such attributes as (a) a strong training component,

(b) practical "how-to-do-it" workshcps, (c) local expertise and technical
assistance, (d) frequent, regular staff meetings, and {e) local materials

development.

]i:jkecisions on continuation were based, more then than not, on political
reality and the districts' interest in maintaining the project.
Project evaluation did not play an important role in local decisions to
continue or terminate the project. In addition, the study found that

(a) projects that attempted to replace existing practices were more likely
to be continued than those which supplemented the existinc cu~riculum, and
(b) projects which emphasized staff training, az obposed %o the introduction
to new technologies, had more lasting effects on teaching practices.
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DOMINGO DOMINGUZEZ

THEZ EIGH DEGREZEZ OF _ With reference to bilingual education, the
POLITICAL INVCOLVEMENT . P . .

P ;;PLEAE:T‘TION most important findincs of the Rand Study are
DIFFICULT. found in Federzl Programs supporting -
Zlucationel Chance, Vol. VI: Implementing zné Sustaining Title VII Bilingyal

Projects. Essentially, the study discusses the reasons why bilingual
programs have been difficult to implement. One reason reported

n
was the hgh cegree of political involvement by various groups and agencies.

[ B L R T R

- - - L.'ﬁ A -9 -t -
¢ and uruan|4cu pressures for bilinguel educziion

o
[{ag

have =manated mere from the national and regional levels than from the

locai constituency. Tnis has caused much resistance at the local level.

In addition, the multiple number of agencies providing direction in bilingual
education has cften confused school districts and thwarted impleme..tation
efforts. For example, the Office of Bilingual Education occasionally

issues guidelines which differ from those of state education agencies.

T?FDITIONALISM" EAS A second reason was the “"traditiomalism"
ALSO BEEN A FACTOR.

associjated with implementation of bilingual
programs at the classroom level. The stucy found few instances of innovative
practices such as learning centers, open classrooms, or use of diagrostic-
prescriptive methods in bilingual classrooms. Factors which contribute

to this lack of innovation were: (1) the fact that many people do not

view bilingual education as an innovacion beyond the fact that it uses

two languages and introduces multi-cultural curriculum elements; (2) in

the initiation phase, the focus was more political than educationai;

(3) especially in the early years, bilingual program developers lacked
experience in innovative curriculum cesign; and (4) some program deveiopers
felt that innovative approaches, like cpen classroos, are inappropriate

for target children.

SHORTAGES OF STAFF ZND Shortages in staff, materials, and instructional

METERIALS CAUSED IMPLE~

: ‘ so contributed to the difficulty i
MENTATTON PROBLEMS . models also ¢ ted to v in

implementing bilingual education. The

-z

shortage of staff was particularly noticed in the design phase. A11 of

the projects visited by the Rand team lacked teachers who had been trained
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in bilingual education. Many of the projects reported difficulty in
_locating commercially developed materials appropriate to their needs. And
last, fully developad ins=ructional models were not available to project

imsiementors.

THE PROJECT DEVELOPMENTAL CONTINUITY EVALUATION STUDY (PDC)

’jgj‘he PDC Study, sponsored by the Office of Child Development (DHEW), is
2 multiple-year evaluation of a Head Start deionstration program

which was aimed at providing greafer educational and developmental continuity
etween children's Head Start and elementary school experience. Bilingual

projects were among those studied.

he PDC looked at program implementation. Conclusions irom the interim
report of 1977, which may have significance for bilingual educaticn,

are 1isted below.

®* "No single factor or event was significant to 'make’ or

'break' the projec¢t; only combinations of factors overat:zd
to influence implementation.”
g4

"The single most powerful set of determinants of imple-~
merntation during the first three years was the educational
and community setting.” For example, where existing
programs or existing priorities were compatible with PDC,
Implementation was greatly facilitated.
"mhe second most important set of detminants of implemen-
ation was the background, creativity and Initiative of
DC staff," iside from the setting, the efforts of tihe
Zte ccordinators and parent Involvement specialists were
itedé as the reason for successful implémentation.
ffective coordinators were familiar with the workings of
the school district, were astute politically, anrd could
anticipate reactions of others to their own or staff
members' actions and decisions.

~
ot
I
S
~
oy
=
I3

"The planning year was & sritical factor in the implemen-
tation of PDC." Most Implementors agreed that the planning
year had ¢iven them an opportunity tc develop products and
strategies, and gave them a chance to clarify and promote

project expectations.

4
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® "When some form of planne

¢
was adopted, sites made more
of focus." while the planni
the pregaration for imrlemen

0

o
10
0

o

3

b
ng ve
ting acets of the project
was' not complered. EZarly efforts to Implement everything
a2t once (as the cuidelines demanded), resulted more citen

- - y = -~ y
tnan not i1n IZrustractaion.

took an active role in pianning, installing and mal
the project. Support and commitment from ot:er dis
aédministrarors alsc enhanced the legitimacy of PDC

-
(5%

Lecz
ished and sustzined when the building princi
X aint
r

"Implementation proceeded most rapidly when a sense of
'ownership' of PDC had been established among staff at
both Fead Start and elementary school levels.”

BILINGUAL PROJECT INFORMATION PACKAGES (PIP)

':Eg:rom 1677 through 1879, the Southwest Educational Development
j Laboratory (SEDL), evaiuzted the effects of implementation of the
Bijingua]uProject ‘nformation Packages at two sites in Texas. The focus
oﬁ the evaluations inciuded staff development, parental involvement, and
idstructiona] components. The SEDL evaluation indicated that (1) imple-
méntation was sever:ly hampered by concurrent organizational changes,
{é) multiple innovations operzting in the same site tenced itc distract
attention from the PIP effort, (2) project directors perceived an improve-
mznt in the implementation proccs: wnen data on student progress were
charad with teachers in 2 continuous and ongoing fashion, (4) teachers
r . ~zeived themselves *u be successful in their efforts when they knew znd
wdarstood specific instructional objectives, and (5) implementatidn vas
facilitated when project directors were aware of the teachers' needs and
provided techniczl assistance on a timely basis.

()
o
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SURARY AND RECOMENDATIORS

¥O SINGLE DETEIRMINANT The studies reviewed indicated that there is
CAN "MLXE" OR "BRIZaK" “nal s e s ke"
A DROIZCT. no single determinant wn1Cu.can make" or
"break” a project. Instead there are sets

of determinants which influence the c.jree to which projects are implemented.
For exampie, no single individual can be solely responsible for successful
impiementation. It is the combined efforts and support of the administrators,
principal, coordinators, teachers, and others, which contribute to success-
ful implementation. Impliementation is enhanced when commitment and support
are integrated with involivement in conceptualizing, planning, and

implementing prejects. Adequate resources such as staff, materials, and

-

funds are essential to project implementatiun.

Program implementors should strive to develop strategies and
conditions which facilitate irplementation. Based on the Tindings
discussed in this paper, the following recommendations ere offered for
consideration.

The Implementation of bilingual educ. .n programs must e
viewed as a process not an event. That is to say, imple-
mentation will not occur tecause it 1s mandated or desired;
It must be carried out in a systematic and deliberate
fashion in which all concerned are involved in concept-
valizinc, planning, and implementing. Once a bilingual
zducation program has been installed in a district, well-
designec procedures for monitoring and promoting its
movement toward a high level of implementation must be
put into operation. This is particularly iImportant in
that bilingual education programs are often hurriedly
Implemented in response to & noncorpliance citatiorn.

Once in minimal compliance, developing the guality of

the procram must become a major fccus.

In order to enhance the prcspect of implementation,
implementors of bilincual projects must develop plans
for implementation. Such plans may involve systematic
ané cncoing assessment of the decree of involvement of
each member has reached in the developmental process
related to implementation; the desicning and carrying
out of individualized inservice activities for staff
members; &nd the development of a strong community
support system.
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= .
né Finally, bilingual education implementors ought to
t'lize educational innovation theory, research, and
echnology in their implementation efforts. An important
irst s_eo will involve analuzing and describirg bilingual
education within the framework of innovation theory.
Research and technology that has emanated from inguiry
into other educational innovations may well contribute
- . ' to the solving of methodological problems in future
research on the implementation process in bilingual
education. This research and technology needs to be
reviewed and analyzed in terms of its applicability to

bilingual educaticn. -
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Santez Monica, CA: The Rand Corporation, April 1975.

This is an excelle~t document for readers who wish to get an overview of
the +total Rand st.dy on educational cheange. In particular, it contains
an informative discussion of 7Tinrdings across all the educational change
programs studied by Rand.

Greenwood, P. W., Mann, D., & MclLaughlin, M. W. Federal Programs Supporting
Educational Chance, Vol. III: The Process of Change. Prepared for the
U.S. Office of Education, Department of Health, Education, and Welfare.
Santz Monica, California: The Rand Corporation, April-1975.

This volume synthesizes the findings from 29 exploratory case studies
of ESEA Title III, ESEA Title VII, Vocational Education, and the Right-
to-Read Program. The focus of the discussion is on the process of
chenge that characterizes innovations attempted by school districts
usiny federal funds.

Smith, A. G., et 21. A Process of Project Developmental, Interim Report VII,
Volume 1: Findings from the PDC Implementation Study. Arlington, VA:
Development Associates, Inc., August 1977.

This third year interim report, one of a series of documents on the
evaluation of Project Developmental Continuity (PDC), presents findings

from three major analyses of program implementation; measurement of the
extent each program has implemented tne basic PDC guidelines; a discussion
of patterns of that implementation; and analysis of some facts and a dis-
cussion of evenis that have shaped implementation. The report contains very
Jittle information on bilingual education projects.

Sumner, G., & Zellman, G. Federal Programs Suoporting Educational Charge, Vol.
Vi: Impiementinc and Sustaining Title VII Bilinqual Projects. Preparad
for the U.S. Office of Education, Department of Health, Education, and
welfare. Santa Monica, CA: The Rand Corporation, January 1877.

This wlume contains the most comprehensive discussion on the implementation
of bilingual education projects tc date. The study sheds 1ight on the

many problems/difficulties which school districis encounter in their
attempts to implement bilingual education projects.
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BETTY MACE-MATLUCK

LANGUAGE ARTS Iil BILINGUAL EDUCATION:
A SYNTHESIS OF CURRENT RESEARCH IN ORAL LANGUAGE AND READING

LANGUAGE AND LEARNING

Et has long been recognized that much of what is learned must be
acquired through language. Similarly, the content of education must
be taught through language, and thus the acquisition of language skills is
essential for success in school, fOr-;ontinued learning, for future job
opportunities, and for daily human interaction. It is not surprising,
then, that research in language arts is extensive and fills volumes of
books. Nor is it surprising, given the complexity of the phenomenon of
language, that even today research on the language arts provides the
educator with, at best, only a partial understanding of the language
acquisition process and only tentative conclusions about the most

effectijve procedures for teaching language skills to young children.

Even Tess research is available on which te base sound_bilingual language
arts programs for children w .;se dominant ianguage is not English. None-
theless, research ccnducted over the past ten years in the U.S. and

around the world has scme implications for language arts instruction in

the bilingual ciassroom. This paper presents a synthesis of research
ffndings that are relevant to the development of oral language skills and
to the teaching of reading to children whose home language is other than
English.

:E;Janguage arts programs in U.S. public schools generally attempt to
develop crildren’s skills in unders:anding, speaking, reading, and
writing Snglish. Bilingual Tanguage arts curricula for children whe are
not proficient in English usually consist of two components, one of which
focuses on the traditional Zevelopment of English language skills while
tr2 other invoives the extension of language skills in the child's home

language. The content of language arts in bilingual education programs,

N
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as well as in monolingual school programs, is frequently divided into

three major subject areas: oral language development; reading; and hand-

writing, spelling, and composition. Depending upon local school policy

.and/or teacher preference, the content of the three areas may be taught

independently of each other during separate, unrelated blocks of time;
taught in an integrated manner so that the teaching of all language skills
is interwoven into the reading program; or taught in separate blocks of

time which are related by a common content drawn from the reading program.

egardless of the pattern of instruction, most elementary school
]{;é_programs focus on the teaching of the four basic language skills--
understanding, speaking, reading, and writing. The amount of instruction
provided in the non-English language is generally a function of the type
of bilingual program (transitional or maintenance) being used by the
school and, very often, the wii]ingness and capability of the school staff
to carry out the bilingual emphasis of the program.

ORAL LAREUAGE

FIRST LANGUAGE ACQUISITION-——MONOLINGUALISM

CHILDREN LELRN LANGUAGE Recenf studies of fi?éi-ianguage'acquisition
- suggest that children the world over learn
their native language through meaningfu1
interacticn with the people around them. Children are not "preprogrammed"

a particular language. They will acquire the language which is

most often spoken in their home. Language is not acquired by simple
imitation of adult speech, however, but by a process in which children
test hypotheses and gradually structure rules for the speech they
. Chiidren's language development proceeds through successive
stages until the‘mismatch between what they hear and what they create is
resolved. These stages are believed to coincide with certain maturational
changes, changes which are governed to 2 great extent by the physical

]

development of the brain.
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}{runmnolinguai development, children progress through stages that
are prédictab]e on the basis of age. By the time children enter
school at the age of five or six, they have generally entered the final
stage in their native language acquisition. They have already acquired
most of the basic oral structures of their language and have learned a
good bit about thz varioﬁs styles of speaking used when pecple talk to
each other under differing circumstances, such as modifying their speech

in role playing and shifting sty]eg when addressing authority figures.

AL DEVELOPMENT It is the final stage of native language
TAXES PLACE IN STAGES. acquisition that is of particular importance
for the classroom teacher. Research findings indicate that certain sounds
may not be fully mastered by all children before age eight. A number of
important syntactic structures (for example, passive sentences and
sentences containing the verbs ask and promise) are still being acquired
between the ages of five and ten. There is also semantic development (the
meanﬁnés of words) after the age of six. Obviously, vocabulary is exnanded

R

and word meanings are elaborated throughout life. While the above R

exampies nave been taken from English, there is convincing evidence that
children the world over progress without the aid of formal instruction
through ~uccessive stages in language development similar toc those identi-

fied for cnglish-speaking children.

FIRST LAHGUAGE ACQUISITIOMN--BILINSUALISH
R fg”aﬁy chiidren 1iving in various parts of the U.S. are expos=d to and
JM..liacquire +wo languages simuitaneously in early childnood. Both
nouages are first languages for these children, although one is usuaily

N

domipant ir certain situations or with certain people. For example, if
children hear one language from their parents and another from their

o

ymeies, tney will tend to speak the home language to their parents and
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use the cther with their playmates. Contact with parents is often more
extensive in early chi]dhood than is contact with pﬁaymates, so the home
Tanguage is likely to prevail as the child's dominant language. Perfect
linguistic balance between parents and peers seems to be extremely )
difficult to achieve. Nonetheless, the relatively few studies of child —
bi]ingua]s provide some evidence that children are capable of acquiring

two or more languages simultaneously.

CHILDREN CAN ACQUIRE Case studies of children raised under
TWO OR MORE LANGUAGES

ild 1 nditions during the first three
SIMULTANEOUSLY. bilingual conditio S

years of 1ife, while offering contradictory
evidence in certain ihstances, reveal several general points of agreement.
First, it is generally agreed that language acquisition follows the same
developmental pattern in the bilingual child as in the monolingnal child.
In the area of phonology (sound system of the language) scme reszarchers
have noted an initial period of confusion in the learnirg of the sounds
of the twe languages. When the exposure to the two languages is similar,
the period of confusion is relatively short. When_one language is
predominant, the sound features c¢7 that language may be substituted for
those of the weaker language. Similarly, words that are difficult to
pronounce in one languags may be avoided--or, as frequently happens,
an easier-to-pronounce word from the other language may be substituted

in the child's active vocabulary.

fggemantic development also appears to follow the same general process
in both monolingual and bilingual accuisition. Children go through
icd of over-generaiizetion so that any animal may be, for example,

referred to as cat or dog, gatito or perrito, depending upon the label

Tirst learned. Gradually the child learns to apply the proper adult
label and a cat is always a cat and never a dog. It is argued by some
researchers that, for the bilingual child, initially all words from both
Tanguages form a single vocabulary system; or.y gradually, as experience
s gained with the two languages, does the child learn to differentiate

RSN
C
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the words of the separate languages and to use them accordingly. An
additional problem for the bilingual child is that the meaning of some
words has different extensions in the two languages being learned. For
example, the English word brush can be used for clothes brush or paint
brush, whereas in Spanish a separate word is required for each. Thus

the bilingual child must learn the restrictions of the labels as they
apply to corresponding items in the two languages.

MORE DIFFICULT SYNTACTIC Syntactic structures--the order of words in
STRUCTURES ARE ACQUIRED

LATER.
. 8 running--appear to follow the same develop-

ey

sentences and forms of words such as run and

mental order in the bilingual child’s languages as they do feor monolinguai
children. If both languages express particular information with similar

Ve structures, those structures tend to be learned simultaneously. If a
structure is more difficult in one language, it is acquired later in that
language. Thus, in the bilingual child, development cf certain syntactic
structures of one language may lag behind those of the other language
because they are more complex.

SECOND ' LANGUAGE ACQUISITION

Jfgsks distinguished from simultaneous acquisition of two ianguages,
second (or successive) language acquisition normally takes place
after the age of three or four, at a point at which one language--the
mother tongue--has been relatively well established (but by no means fully
estzslished). Second language learning differs from first language
acquisition in that: (1) the learning of a second language does not
depend on developmental processes related to the developing brain chemistry,
as is the case for first language acquisition, and (2) learning a second
language is not the same as acquiring language skills "from scratch.” It
is seen by many researchers as a matter of adapting or extending existing
skills and knowledge, rather than the learning of a completely new set of
skills.

\) ‘ 55 PR




BETTY MACE-MATLUCK

LEARNING A SECOND The learning of a second language appears to
ZANGUAGE IS KIGELY

N PIUTOUALISTIO. be highly individualistic in nature. HNot much
‘ ' is known about exactly how children learn a
second language, but there is general agreement that motivation and the
opportunity to learn are key factors. In addition, there appear to be
"critical" periods, related to the flexibility and adaptability of the brain,
beycad which certain aspects of second language learning are difficult to

achieve.

DO CHILDREN LEARN A - Research has not established an optimal age
SECOND LANGUAGE BEST

AFTER THE FIRST LANGUAGE
IS ESTABLISHED? A number of studies from various parts of the

for introducing a second language tc children.

world report that children between the ages of six and eight experience
considerable difficulty in second language iearning. These same studies,
and others as well, report that children who begin second language learning
at the age of nine or ten, after the first language is well established,
are more successful in acquiring second language skills than are younger
immigrant children or native-born thi1dren whose home language is not the
dominant language of the country. These studies do not agree, however, with
data on Canadian immigrant children which suggest that children who arrived
at oider ages experienced greater educational difficuliy than children who
arrived prior to school entry or who were born in Canada. Ho definitive
research on this topic has been conducted with U.S. populations. However,
informal observations of a few researchers reveal that recently arrived
immigrant children from Mexico whose Spanish is firmly established are
more successful in acgquiring English skills than are native-born
r

Americans. Clearly, more research needs to be done in this area.
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WHAT ARE- THE EFFECTS OF BILINGUALISH?

SUBMERSION GROUPING CEN The Titerature reveals that for middle income
LZAD TO DPOOR COMMAND OF . o . .

R
S0T% LANGUAGES. ////? children who spesk the country's dominant

. language, grouping classes for second language
iearning so that none of the children speak the language of instruction
("immersion! classes) seems to be a successful way to attain high levels of
functional bilingualism and academic achievement. However, for children
oF low socfioeconomic backgrounds who do not speak the dominznt language,’
‘this immersfon in second language learrnirg is not as successful.
"Submersion".grouping, which mixes nonspeakers and monolingual speakers
T the language of instruction is alsv inadequate for low-income children

o

learning the ddminant language. For many non-English speaking children,
such groupings éan lead to inadequate command of both first and second
ianguages and ppor academic achievement in general. Social, cultural,
and attitudinal factors, as well as linguistic factors, are believed to
be implicated{in these results.

SECOND LANGUAGE ACOUISITION - Very recent evidence suggests to some

CAN PROMOTE COGNIT. _ .
CROWTE. scholars and researchers that when the

second language is viewed as an addition to

rather than as a replacemen®™for the first language, access to two

languages. in early childhood can & elerate certain aspects of cognitive
growth and can lead to high levels of\caompetence in both languages. In
contrast, in situations in which the child's home TEEEEZEE_;EE‘EE?EE\\
gradualiy replaced by a second language, biiingualism has been founc t;\\
have negative effects. Many of these bilingnal children are characterized
by less than native skiils in either language. This often has detrimental
cognitive and academic consequences. B
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/ g fhe recent studies have led to a current hypothesis that assumes
that:

e
Those aspects of bilingualism that positively influence

cognlt*ve growth probably will not come into effect
£7] the chilé@ has reached a minimum level of competence
in the second language:;

The positive irnfluences of bilingualism on cogrnitive growth
will probatly not occur if the child reaches only a very
low level of competence 1in one Ilanguage--either the first
or the second language; :

while offering no advantages associated with bilinguail:
a minimum level of bilingual corpetence may be sufficient
to aveid any negative cognitive effects;

A high level of bilingual competence may e necessary to
lead to accelerated cognitive growth.

- TEACHING ORAL LANGUAGE -SKILLS IN THE CLASSROCM-

’jgjihe oral language development of monolingual and bilingual children
continues long after chiigren enter 'school. With an understanding
of the nature of language acguisition, teachers can assist in the growth
and development of children's oral language skills.

LANGUAGE SXILLS MUST _Research has not identified any single, most
BE TARUGHT IN MEZANINGFUL . .
effective method for teaching oral language
SITUATIONS. tive m ing guag
- <kills to young children. Scme scholars cite
evidence and argue for simply immersing the child in the ianguage and
eliminating all formal instruction of the language. Others have demonstrated

that careful sequencing and formal tezching of unfamiliar structures 1is

effective in nurturing the growth of oral language skills. Yet others take

2 less extreme position, recommending a mixture of formal teaching and a
wide exposure to the language or languages being learned. Common to al

.
’
'

widely-used approaches today is the underiying assumption that language

skills must be taught in meaningful situations; that chiidren must have
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wide exposure to the lancuage; that they must have the opportunity and be
encouraged to communicate in the language; and that nonmeaningful pattern
practices and rote drills may contribute very little to the acquisition of
communication skills in either first or second language. For young
children, ianguage games, role playing, puppetry, and the like appear to be
effective techniques tor motivating children to speak and for oroviding
practice in the language. '

ﬁ %uch research remains to be done in the field of bilingualism.
_LFV However, the evidence tc date suggests that: '

® wonolingual language acguisition and simultaneous
acguisition ¢f two languages in early childhcod proceed
through similar developmental stages; '

Second~language acquisition differs from first language
acquisition in some Important ways;

- pilingual children's language skills are guantitatively
different from thcse of monolingual speakers {(for
example, the child may have more than one lakgé/for
g particular object--dog, perro, perrito) and qualita-
tively different from those of monolingual speakers
{the child may know certain structures, such as the
past tense, in cne language and not iIn the other}:

Positive and negative effects of bilingualism may be

related to the extent of development of the two

- languages and to the conditions under which the two
languages are acguired.
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READING

 Jf§§Lny summary of research on reading in bilingual education will
reveal widely differing studies of very different populations.
For the purpose cf this paper, our discussion will be limited to selected
- questions which seem to be of high interest and concern to classroom
tezchers:

Do childéren who learn to read first in their native
lancuace make more efficlent readers after transition
to a second language?

when, and vnder what conditions, should a child be
introduced to second language reading instruction?

which reading approaches or methodologies work hrest
with bilingual students?

INITIAL READING INSTRUCTION--RATIVE LANGUAGE VS. SECOND LANGUAGE 3

Jf§§gbasic tenet of biTihgual education in the U.S. is that children
A X should be instructed through the medium of their home language and
that standard English should be gradually introduced, thus bridging the
gep between the child's home environment ana the taraar society. While
this apparently advocates giving all children initial reading instruction
in their respective home languages, problems arise depending upon the
ianguages invoived. These probiéms-are often related tc social, cuitural
anc political facters, as well as to instructional and practical
considerations.

i Eé/f@thin any group of bilingual children, one can expect to find
varying degrees of bilingualism. For example, some children may
have reached ncrmal development in their native language and be in an
eariy stage in learning the second; others may have native or near-native
control of both languages; yet others may have reached advanced stages

in their second language but have retained only limitec <nowledge from

the early learning of their native language. Thus, from the educator’s

Q ) iii
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instruction for a particular bilinguai child must include =~ consider-
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the child's relative proficiency in the two languages, as well as
the child's own pattern cf language use.

E{;§~esearch on the effects of Iearnfng to read in the native lanyuagz
-8 and of instructicn through the se:zund language indicates both
nositive and negative results for children who are expected t¢ learn 1o
read in two languages. Generally the restarch “indings c>n be summarized

s foliows:

Native lancuace instruction does not hinder readina in the second

janguage. Children who are taught to read first in the native language
for varying periods of time appear to be able in subsequent years to read

- the seconc language at grzde level or above. A number ¢f studies have

looked at how well children learn to read in their nativs languages.
Most studies show that children in bilingual programs in the U.S. read in
their native language setter than children from a simi1a¥‘popp1ation who
have not been in bilingual programs. V

Deperding upon the tharacteristics of:- the children and the conditions

uncder which inst uction cecuss, children can successfuliy learn to read in

a second lanaquage before they are taught to read in their native lanauage.

The experimental programs on which these findfngs are based have generally
presappoéed that the goais of the proéfam were to deve]op children wh~ (a)
are proficient in all aspects of the second language; (b) have a therough

mastery of the content subjects; and (c) are literate in their native

janguage. Features common to these programs seem to be a large corcentra-
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d Tow student dropohut rates. Most of tl.ese studies
e

have also examined the effects of schooling in the second language on the

effec
crowth and development of the children's native language. These studies
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show that there app..rs to have been no retardation of the first language
end that native-language reading skiils of the children, after short
ceriods of instruction, were comparable to those of the comparison groups.

Simultaneous reading instruction in two languages for beginning readers

anpears to yield neaative results for bilingual children. Two major

5tudies report that children who were taught reading skills concurrently
scored lower on standardized reading tests than did children who were
taught exclusively in one language. (See Cohen et al, 1976, and Macnamara,
1656 ) '

Additional generalizations which have relevance for teaching reading

to the bilinaual child may be drawn from the research.

Teaching of second language reading skills without oral
lancuage treaining is not likely to succeed;

Cral lancuage developmen: activities in the very early
years appear to contribute positively to the success of
the reading program;

The effectiveness of reading instruction in bilingual
programs seems to increase with the number of years the
program is in operation;

Bilingual children may initially suffer disadvantages
2né slower rates of progress in reading, regardless of
the lancuage of instruction;

The kxind and amount oI training the teacher receives
seem to affect student outcomes ir bilingual reading
programs;

Reeding ski’lls acguired in one language may transfer to
another, with or without formal Instruction.

ey
rm
-~
-
)
)

g i esearch on <he optimum time to intrcduce reading in a second Tanguage
5 N znd on the factors which aid successful transition “nto second
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imited indeed. Studies which have systematically
veried the time at which seconc language reading was introduced by one-

year or itwo-year units are inconclusive or tend to be uninterpretable.
st educators in bilingual programs feel that children must acquire at
least a minimel Tevel of oral competence in the second ianguage before

they can profit from reading instructic~ in that language. Research has

not icentified what that minimum level must be, or whether the acquisition
of second language oral skills is essential for learning to read in a

language. However, in one recent study, a group of fourth and sixth.
Jal students were tested for English reading achievement on

two standardized English reading tests. Their oral English skills, measured
on a standardized proficiency test of oral English, were compared with

those of a control group of monolingual English-speaking kindergarten
chiidren. None of the fourth and sixth grade bilingual children who scored
below the level of the kindergarten group in oral language skills were

reading at grade level on the standardized reading tests.

‘ believe that i n
DESIRE TO LI:Ri AND THE Many educators that desire on the part

OPPORTUNITY TO DC SO ARE of the child . to learn to read in the second
FORERTUL FACTORS. ]anguagé and the opportunity to do so are

powerful factors. 1In addition, the level of reading achievement the child
has reached in her/his native language is felt by many to be an indicator

of readiness to begin reading in a second language.

TEACHING READING TO BILINGUAL CHILDREN

‘ ~ . - . - . . . - 2.
W number of approaches are currentiy being used to teach reading to
Jf%%g ilingual children in the United States. In addition to those

o

traditionally used with monolingual English-speaking children, a number of
methods (either in their original or adapted forms) used in schools in
Spanish-speaking countries with monolingual Spanish-speaking children have

63 : ©°F



been implemented in U.S. bilingual programs. Research has cenerally
indicated tha* no one method works equally well with all children, regard-
less of the child's language. At present there is no consensus within the
field of reading as to exactly what is involved in the act of reading, nor
is there general agreement on the most effective means of teaching children
- to read. There is even less agreement about how best to help bilingual
children learn to read in two languages. However, a discussion of certain

widely held beliefs about reading instruction may be useful here.

CEILDREN DRAW ON ORAL Research evidence indicates that most children
SKILLS AND KNQWLEDGE’ do draw upon their knowledge of oral
language when reading connected text. A number of studies have shown that
some children draw heavily upon context clues and their knowledge of what
the languace requires as they work their way through unfamiliar material.
For example, when confronted with the sentence, "The duck waddled into the
," children draw upon their knowledge that the final word must be a
noun, and that it should be something into which the duck might waddle,

such as a pond, puddle, lake, river, or water. Some--and we suspect most--

children also draw upon some kind of word analysis strategies (such as
sounding ocut words or breaking them into pérts) when they are confronted
with unknown words, particularly when context clues are not adequate or
when a variety of choices exists. Thus it would seem advisable that
teachers select beginning reading materials fcr bilingual children that
are consistent with their developing oral language skills and are related
to their daily life experiences. Many teachers have found that stories
dictated to tham by the children often provide rich and relevant materials

for reading instruction.

ALL SPOXEN LANGUAGES A number of myths prevail about teaching
reading in Spanish. One often hears the

statement, "Since Spanish is such a 'phonetic' language, it is easier for
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a2 child to learn to read in Spanish than in English.” The argument
continues that since the scund-to-sy~~ol correspondence of Spanish is
atively stable, a synthetic or "phonics" approach is most efficient
effective for teaching reading in Spanish. In reality, all languages
are "phonetic" in a sense. Each has its own phonological system which is
coverned by arbifrary rules established historically by its speéﬁer§.
The written symbols of any language seldom represent only a single x
sound. While it is true that there is a closer fit and greater coasistency
Natwesn the sound and written symbols of Spanish than there is in English,
there is by no means a one-to-correspondence (for example, casa/cena;
lejos/gigante; Damelo/me 1o da). Children learning to read in Spanish
must s+i11 deal with a considerable amount of sound to symbol variation,
depending upon the structure of the worc or the place of the word in the
sernitence. They will undoubtedly have fewer distributional patterns (such
2s in the example above) to deal with in Spanish than in English, and in
that sense Spanish may present fewer problems for the beginning reader.
Nonetheless, research has not demonstrated that the process of learning
how to relate sound to symbol is easier for children in one language than
in ancther.

PROCZSSING OF STRINGS O The above statements also seem to imply that
LETTEZRS OR WORDS MUST 3B

RePID.

-
=
£
-
L

Eeading consists primarily of decoding or

- | unlocking words through relating sounds to
letters and thzt as words are “sounded out,” or recognized through some means
of word analysis, the meaning of the text will automatically unfold.

Research on the information processing capabilities of the human brain
suggests that the amount of information and the length of time that such
information can be held in short term memory is quite limited. Thus for
comprehension to occur, the processing 0f strings of letters or words must
be extremely rapid. Instruction which encourages children to focus on one
word at a time, or t2 use word analysis strategies excessively, may indeed

imoair comprehension of the written text.
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: ﬁ-ﬁhere is some recent evidence that bilingual children employ the

B same strategies when reading, regardless of the ianguzie of the
text. Children who have learned to rely heavily on particular word analysis
strategies in reading in Spanish, for example, also rely heavily on those
strategies when reading in English. Simi]ér]y, children who have acquired
- a ar‘ety of strategies for reading in one language will use various

strategies when reading in another.
ZZ ISSUZIS HAVE NOT The issues surrouncding the teaching of word
EIN RZSOLVED BY
=S

ARCH

42 .

M bs 43
lj ty i

"L recognition skills have not been resolved by
o research. Some argue that the teaching of
phonics is an essential part of any reading pkogram and that a particular
secuence of irstruction is superior to others. Others would eliminate
altogsther the overt teaching of word analysis skills and would have
children gain thz ability to read through heavy use of context clues and
wide and continued reading practice. Yet others take a more moderate
position and recommend that formal instruction in word analysis be delayed
“until children have gained some ability to read through the use of various
other strategies, such as the use of sight words and context clues.
BILINGUAL RZADERS ARE Clearly, it is not possible, at least for

NOT AN HOMOGENQUS

CROUD. the present, to identify any one approach to

teaching reading that works best for all
bilingual children. These children are;ﬁbt an homogenous'group; they vary
greatly in their degree of bi]ingua]ism; level of cognitive development,
styles of learning, experience and background; effective instruction

b

n
0

recuires many decisions by the teacher which are based on children's
ceand

-3
dou

™~
(%2
or

individual needs. However, some generali
ac

may be useful the classroom teacher

Children must learn early iIn the game that the marks on the
page maxe sense--that words and cor mbinaticns of words convey
meaning. Younc children can be helped to gain this insight
through early exposure to books and by having stories read

aloud to them.
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Childran must learn that there are cdifferences between the
smoken zac writisn forms of a language. This distinction
can best be taucht by reeding aloud to children Irom a
vzriety of appropriate, interesting materials.

“ prhildren mu_z learn to use a variety of strategies which
will help them process visual information rapidly enougi
=0 ellow comprehension to occur.

° Children must learn the conventions of print such as the
graonic representation of words and the meaning of
punctuation. - )

®

Childrer must be given the opportunity to learn to read
Ly reading--freguently and extensively.

P

i n osummary, until research is more detinitive, teachers can probably
best serve the needs of bilinjue! children by observing the children
as they attempt to read, noting which sfrategies or skills each child has
cquired, and providing instruct -~ which will extend the range of

o o
Lrae

[o1]

wr

gies each chilc can use successfuily.
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SELECTED READINGS

General

Center for Applied Linguistics. Bilingual Education: Current Perspectives,

Vol.

5: Synthesis. Arlington, VA; Center for Applied Linguistics, 1978.

This book -ontains a concise and up-to-date synthzsis of research
on various aspects of bilingual education. Fourteen pages are
devoted to research directly related to the teaching of reading
and oral Tanguageﬁdeveiopment."It jncludes an extensive biblio-
graphy (42 pages) which cites most of the major works in the
field.

Oral Lancuzge Development

Cummins, Jemes. "Linguistic Interdeperdence and the Educational Development
of Bilingual Chiidren." Review of Educational Research. Spring 1573,

Vol.

49, No. 2, Pp. 222-251.

This is undoubtedly one of the most significant articles to
appear in recent years on the effects of bilingualism on
cognitive growth. The central focus of the article is that
positive or negative effects of bilingualism on cognitive
growth may be related to the level of competence a bilingual
reaches in each of her/his languages. Recommended reading
for all educators.

Hatch, ELe]yn M. (ed.) Second Lanquage Acquisition: A Book of Readings.
Powley, Mass.: Newbury House Publishers, 1978.

Various well-Ynown authore in languace 2acauisition have
contributed to this volume. Many important questions are
asked in this research: WYhat are the differences, if any,
between first and second language acquisition? How does
simultaneous acgquisition of two languages in childhood differ
from "successive" second language acquisition? Is there a
sequence in the order of acquisition of particular language
structures? Why do certain language structures emerge later
than others? How does the learner eventually acquire native
or near-native use of the second language? The book also
contains abstracts of a number of additional works in the
field that are of particular importance to second-language
acquisition research.
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arry. Second-Lancuage Accuisition in Chiidhood. Hillsdale,
e Erlbaum Asscciates, Pub]ishers, 1978.

clauchiin, B
N.d.: Lawroqc
/

Here is a verj readzble c0ﬂprehgg;7kg overview of resea+~c

dings on soth first and second Tanguace acquisition. The
ok uonta1nc e1gh chapters, sach of which focuses c¢n
fferent aspects of childhoed znguage learning and/or
aching. Teachers working with biiingual children should
ind the entire book helpful. For those interested in
cond-language learning only, we\WOuld recommend chapters
iree through five. -

ot V1 - ot QLU -h
(D e O e
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Harvard tduca

iona
Voil. &7, No. A

s AL

Revi

s &N . .
e A Specfal Issue: Reading, Language, and Learninsi.
1ust N -

W~
677,

\.C‘ﬂ)

(r —

This is a special issue devoted to exploring the interrela-
tionships between reading and language and their implications
for educetion. Articles by Goodman 2 Goodmzr and Frapk Smith
will pe of carticular interast to reading teachers who work
with bilingual chilidren.

Kaminsky, Sally. "Bilingualism &n¢ Learning tc Read.” In A. Simbes, Jr.
The Bi1lingual Child: Research znd Anclvs1s of Ex1st1ng Educational Themes.
New York: Academiz Press, 1976.

A down-to-earth discussion of factors which are believed to
affect the acquisition of reading skills by bilingual children.
0f particular interest are the sections on bilingualism and
social class, bilingualism and reading texts, and bilingualism
and prediction in reading.

119s and Fredi Shonkoff. Research Within Reach: A Research-
nonse o Concerns of Reading Educators. St. Louis, HU.: CEMREL,

This small, but mighty, 1ittle book speaks directly to the
teacher. Research findings are interpreted to provide
focused and useful answers to important, specfic questions
asked by practiticgners. While the book does not deal
srecifically with issues in teaching reading to bilingual
chiidren, the information presented is equally applvcab]e
to the bi11nguC1 as well as the monolingual classroom.

70 “o



BIBLI0GRAPHY
Starred (*) items are described in the Selected Rzadings section.

Albert, Martin L. and Loraine K. Cbler. The Bilingual Brain: Neuropsycho-
logical and Neurolinguistic Aspects of Bilinguaiism. In Perspectives
In Neurolinguistics and Psycholinguistics. Harry A. Whitaker, Series
Editor. New York, N.Y.: Academic Press, 1978.

A. and W.F. Leopold, eds. Child Lan
woed Cliffs, N.J.: Prentice-Hall, 1

3ar-4ado
Er\

guage: A Book of Readings.
571

.

u
/

uy 3
—_—
(D

Barik, H.C. and M. Swain.  “EngliSh-French Bilingual Education in the
Early Grades: The Elgin Study." Modern Languagz Journal 58:
392-402, 1974.

. "Three-year Eva]uatﬁon of 2 Large Scale Early Grade French
Immersion Program: The Ottawa Study. " Language Learning 25:1,
1-30, 1975.

. "Primary-grade French Immersion in a Unilingual English-
Canadian Setting: The Toronto Study through Grade 2." Canadian
Journal of Education 1:39-58, 1976.

Blanco, George M. "The Education Perspective."” In Bilinqual Education:
Current Perspectives, Vol. 4. Arlington, Virginia: Center for
Apniied Linguistics, 1977. :

Brown, Roger. A First Lanqguage: The Farly Stages. Cambridge, MA:
Harvard University Press, 1973.

Bruck, M. et 2]. "Alternative Forms of Immersion for Second Language
Teaching." Working Papers on B8ilingualism 10:22-75, 1976.

Burt, M. et al. Viewpoints on English as a Second Language. New York,

N.Y.: Regents, 1977.

*Center for Applied Linguistics. Bilingual Education: Current Perspectives,
Vel. 5: Synthesis. Arlington, VA: Center for Appiied Linguist cs, 19/8.

?

Christian, Chester C. "“Social and Psychologic:® Implications of Bilingqual
Literacy." In A. Simdes, Jr., ed., The Bilingual Child: Research
and Analysis of Existing Educational Themes. New York, N.Y.:
Academic Press, 1976. '

o

Mo

71




BETTY MACE-MATLUCK

Cohen, Andrew D. "A Sociolinguistic ~oproach to Bilingual Education: The
Measurement of lLanguage Use and “#=iitudes toward Language in Schoo?l
and Comnunity, with Special Refe:2nce to the Mexican American
Community of Redwood City, Californ::." Stanford, CA: Stanford
University Committee on Linguistics, 1970.

"The Culver City Spanish Immevysion Prcgram: How Does
Summer Recess Affect Spanish Speakiag Ability?" Language Learrning,
24:1, 55-68, 1974.

et al. "The Redwood City Biiingual Educition Project,

1971—%97 : Spanish and English. Proficiency, Mathematics and Langiage
Use Over Time." MWorking Papers on Bilinaualism. 8: 1-29, 1975.

Cummins, James. "Viewpoint: Psycholinguistic Evidence." In Bilincual
Education: Current Perspectives, Vol. 4. Arlington, VA: C(Certer
for Applied Linguistics, 197/.

"Linguistic Interdependence and the
Educational Development of Bilingual Chiidren." Review of Educational
Research. 49:2, 222-251, Spring 1379.

Cziko, Gary. "The Effects of Language Sequencing on the Development of
Bilingual Reading Skills." The Canadian Modern Language Review.
32: 534-539, 1976.

Davidson, David M. "Current Approaches to the Teaching of Grammar in
ESL."™ Language in Education: Theory and Practice. HNo. 5.
Arlington, VA: Center for Applied Linguistics, 1978.

de Villiers, J. and P. de Viiliers. "Early Judgments of Semantic and
Syntactic Acceptability by Children." Journal of Psycholinguistics
Research. 1: 299-310, 1972.

Dominguez, Domingc and Betty J. Mace-Matluck. Teaching Reading to Spanish-
English Bilingual Children: An Extensive Bibiiographv of Selected
Readings. Austin, Tx: Southwest Educational Development Laboratory,
1978. ‘

Dulay, Heidi and Mariana K. Burt. "A Mew Perspective on the Creative
Construction Processes in Child Second Language Acquisition."
Language Learning. 24: 253-278, 1974.

"Remarks on Creativity in Language Acquisition." 1In
M. Burt et al., eds., Viewpoints on English as a Second Language.
New York, N.Y: Regents, 1977.°

72



Y

Eaton, Arlinda J. "A Psycholinguistic Analysis of the Oral Reading
Miscues of Selected Field-Dependent and Field-Independent Native
Spanish-speaking Mexican American First-Grade Children.® Unpublished
Ph. 0. dissertation, The University of Texas at Austin, August 1979,

Engle, Patricia L. "language Medium in Early School Years for Minority
Language Groups." Review of Educational Research. 45:2, 283-325,
Spring 1875.

Ervin-Tripp, Susan. "“Structures and Process in Language Acquisition.®
In Anwar S. Dill, ed., Language Acauisition and Communicative Choice.
Stanford, CA: Stanford University Press, 1973.

Fathman, Ann. "Language Background, Age and the Order of Acquisition of
English Structures." Ir Marina K. Burt and Heidi C. Dulay, eds.,
New Directions in Second Language Learning, Teaching and Bilingual
Education. Washington, D.C.: Teachers of English to Speakers of
Other Languages, 1875, pp. 33-43.

Fillmere, L.W. "Thoughts on non-English Speaking Children and Bilingual

Education." in Bilingual Education: Current Perspectives, Vol. 5.
Arlington, V&: Center for Applied Linguistics, 197/8.

Fishman, J.A. B8ilingual Education: An Internatioha1 Sociological
Perspective. Rowley, MA: HMewbury House, 1975.

Garcie, G.N. "Test Encounters of the Third Kind." In J. Alatis, ed.,
Georgetown University Round Tabie on Languages and Linguistics,
1578: International Dimensions of Bilinguel Education. Washington,
D.C.: Georgetown University Press, 1978.

Goodmen, Kenneth et al. Reading in the Bilingual Classroom: Literacy
and Biliteracy. Arlington, VA. National Clearinghouse for
Bilingual tducation, 1979.

“Harvard Educational Review--A Special Issue: Reading, Language and
Learning. 47:3, August 1977.

Hatch, Evelyn M. "Research on Reading a Second Language." Journal of
Reading Behavior. 6:1, 53-61, 1974.

"Viewpoint:  Second Language Learning.” In Bilingual
Education: Current Perspectives, Vol. 2. Arlington, VA: Center
for Applied Linguistics, 1977.

*—_, ed.  Second Lanauage Acguisition: A Book of Readings.
Rowley, MA: Newbury House, 1978.




[}

Hodge, Virginia D. "Personaiity and Second language learning.”
Languace in Education: Theory and Practice, No. 12. Arlington, VA:
Center for Applied Linguistics, 1978.

*Kaminsxy, Saily. "Bilingualism and Learning tc Read.® In A. SimOes, Jr.,
ed., The Bilingual Child: Research and Analysis of Existing
Educationai Themes. wew York, N.Y.: Academic Press. 1976.

¢
Kessler, Carolyn. Acauisition of Syntax in Eilincual Children. Washington,
8.C.: Georgetown University Press, 1977.

FO

Kolers, P.A. "Reéding and Ta]king-si]ingually.“ American Journal of
Psycholoay. 79: 357-376, 1966.

|
Lamber

, wallace E, “Some Cognitive and Sociocultural Consequernces of
irg Bilingual.” 1In J. Alatis, ed., Georaetown University Round
Die on Lancuaces and. Linguistics 1876: international Dimensions
of Bilincual Education. Washington, D.C.: Georgetown University
Press, 1:78.

., and G. Richard Tucker. The Bilingual Education of Children.
Rowley, MA< hewbury House, 1972,

, et al. "Cognitive and Attitudinal Consequences of Bilingual
Schooling: The St. Lambzrt Preject through Grade Five.”™ Journal of
Educational Psychology. 65: 141-159, 1973.

Lenneberg, E. Biological Foundations of Language. New York, N.Y.: John
Wilev, 1967.

Levba, C.F. "Resea
1

in Progress: Spotlight on Santa Fe, Ne: lexico."
Forum. 1:3, : :

rch
973,

*Mclaughlin, Barry. Second-Language Acquisition in Childhood. Hillsdale,
N.J.: Lawrence Ericeum Associates, 19/8.

Mace-Matluck, Betty J. “Urder of Acquisition: Samz or Different in First-
- and Second-Tanguage Learning?” The Reading Teacher. 32:5, 696-703,
1579. '

Mackey, William F. and Theodorz Anderson, eds. Bilingualism ir Early
Childhood: Papers from a Conferenc= on Child Language {Studies in
311i1ngual Education). Rowley, MA: Newbury housz, 19/7.

Hacnamara, Jonn. Bilingualism in Primary Ecducation. Edinburgn, Scotiand:
Edinburgn University Press. 1966.

74 £




LANGUAGEZ &RTS

Matiuck, Joseph H. "Cultural Norms and Classroom Discourse: Communication
Problems in the Multiethrnic School Setting.” The Modern Lanquage
Journal. ©3:4, 187-18Z, April 1976.

—, and William E. Tunmer. "Relaticnship of Oral Language
Proficiency to Reading Achievement." Paper presented at the Eighth
Annual International B1‘lnqua1/8*cu1 tural Conference. Ssattle, A,
May 4~-8, 1979..

ar. Batty J. Mace. ‘"Language Characteristics of Mexican-
Americen Children: Implications for Assecsment.™ Journal of School
Psycholoay. " 1%1:4, 3565-338¢, 1973.

Qlscn, G.M. "Developmental Changes in Memory and the Acoquisition of
Language." In T.Z. Moore, ed., Cognitive Development and the
Acguisition (f Lanauage. New York, N.Y: Academic Press, 19/3.

Padilla, smade M. and Kathryn Lindholm. “Acquisition of Bilingualism:
& Descriptive Anaiysis of the Linguistic Structures of Spanish/
english Speaking Children." Ia G.D. Keller, R.. Teschuer, and
Silvia Viera, eus., Bilingualism in the Bxcen;enn1a] and Beyond.
New York, N.Y.: Bilinguai Press/ Editoria! Bilingue, 1576.

Paulston, Christina B. “Viewpoint: Rasearch.” In Bilingual Educatien:
Current “2arspectives, Vol. 2. Ariington, VA: Tenter for Applied
Linguistics, 1977. : '

Politzer, Robert L and Arnulfo G. Ramirez. "An Error Analysis of the
Spoken English of Mexican-American Pupils inm & Bilingual Schicol anc
Monolingual School." Language Learning. 23: 39-61, 1973.

Saville-Troike, Muriel R. Foundations for Teaching Engiish As a Second
Language: Theory and Method for Multi_ultural Education. Englewood
Cliffs, N.J.: Prentice-Hall, 197€.

Skutnebb-Kangas T. and P. Toukomaa. Teaching Migrant Children's Mother- .
Tongue and Learning the Language of the Host Country in the Context
of the Socio-cultural Situation of the Migrant Family. Helsinki:

Tne Finnish ivational Commissinan for UNESC2, 1S76.

Smith, Frark. Understandinag Reading. New York, N.Y.: Hoit, Rinehart
and winston, 1671.

. Reading Without Nonsense. New York, N.Y.: Teachers Ccllege
Press, 1:579.° '

Q. . 75 5 -
ERIC . SIS




BETTY MACE-MATLUCK

)

Snow, Cathrine E. and Charles A. Ferguson. Talkinag to Children: canouage
Input and Acquisition. Cambridge, Ingland: Cambridge Univcrsity
Press, 1977. :

Spclsky, Bernard and R. Cooper, eds. Frontiers of Bilingual E 'scation.
Sowley, MA: iiewbury Hcuse, 1977.

Tocukomaa, P. and T. Skutnabb-Kangas. "Tne Intensive Teaching of the
Hother Tongue to Migrant Chidlren at Pre-school Age." Tampere,
Finland: Department of Scciology and Social Psychology, University
of Tampere Tutkimuksia Research Reports, 1977.

Troike, Rudolpn C.  "Researc® Evidence for the Effectiveness of Bilingual
fducation.” NABE Journal. 3:1, 13-24, Fall 1978.

Tucker, G. Richard. “The Development ¢® Reading Skills within a Bilingual
Education Program.” In S.S. Smiley and J.C. Towner, eds., Language
and Reading. "21lingham, WA: Western VYashington State Coll=ge, 1975.

"The Lingtistic Perspective." In Bilingual Education: Current
Perspectives, Vol. 2. Arlington, YA: Center for Applied Linguistics,
1977.
dy

Weaver, Phyllis ard Fredi Sheakoff. Research Within Reach: A Research-
Guided Response to Conce-ns of Reading Eagucators. St. wouis, MO:
CEMREL, Inc., 1978.

whitaker, Harry A. "Bilingualism. A Neurolinguistic Perspective." 1in
William C. Ritchie, ed. Second Larguage Acquisition Research: Issu-.

and Implications; Perspeciives in Neurolinguistics and Psycholinguis-
tics: A Series of Monograpns and Treatises. Harry A. Vhitaker, Series
Editor. New York, N.Y.: Ac~demic Press, 1978.

L

76



11T, [ISSUES IN MULTICULTURAL EDUCATION

This section contains the three presentations made at R&D SPEAKS:

BILING! ./MULTICULTURAL EDUCATION. Margarita Rivas, Senior Trainer for
SEDL's Follow Through Program spoke on "Introducing Culture in the

Classroom." Wa*hene Young, director of the Indian Education Counseling
Program (EPIC) at Northeastern State University in Oklahoma, discussed
"Ur' ~arning Indian Stereétypes.” 8i¢h-Chi VU-Thuddg Van, an Engiish-
as-a-Second-Language Instructor at Austin Community College in Austin,
Texas. remarked on "Vietnamese Children in U.S. Classrooms." The issue
of multicultural education is a di;e%se one and these three presentations

can ¢o no more than suggest the subject's richness and comp] exity.

Each presentation is preceeded by an introductory section which
describes the presentation in a general way, explains who the presenter
was, and suggests what audience cdynamics took place. The accounts of
the presentations represent the speaker's words as faithfully as possible.
Sz.e editorial changes have been mede to smooth the transition from oral
to w. ‘tten commurication, but the flavor of the presentations has been
retained Cecpies of handouts and references are provided when

appropriate.

The three presentations have been collected into cne paper, "issues
in Mu**icultural Fducation," which is being offered to educators in the
REUL/RX's - ix state region, along with the three bilingual Dapers

reprioduced in the previous section.
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MARGARITA RIVAS

INTRDB_U\CING CULTURE "IN THE CLASSROOM

INTRODUCTION

1?%{E:argarita Rivas g?éw up in the Rio Grande Valley of Texas. She
taught public school at the elementary level in her home town for
six years before accepting a position as elementary teacher to the children
of o1l company employees in Venezuela. This represented the first time
she tazught in a bilingual situation. Rivas lived in Venezuela for over
eight yec 's, experiencing first-hand what it is 1ike to live in another
culture. She returned to Texas to teach in San Antonio's Edgewood
Independent School District, where important early accomplishments were
made in the field of bilingual education. While at Edgewood, she helped
field-test the Bilingual Kindergarten Program developed by Southwest’
Educational Deyelopment Laboratory (SEDL). 1In 1975, Rivas accepted the
position of trainer for SEDL's bilingual Follow Through Model. The SEDL
Fo'low Through Model is imp”2mented in seven sites across the United
States and as of 1980 begins its eleventn year of funding.

}{rzher presentation Rivas suggests & humanistic approach to

A muiti-cultural education, based on respect fer each individuail and
the individual's particular culture. Recognizing that children must
learn to live in the cuiture of the United States, she suggests that
compromise is essential--on the part of both teachers and children.
Rivas began the presentation by asking participants to write their
definition or culture and two velues of their culture on large sheets

of paper. Displayed on the walls throughout the presentation, the
definitions revealed a general urZerstanding on the part of participants
that culiure is formed by society and manifests itself im behavior.

A complete record of these definitions and values is included at the end

of the paper.
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]?;ihivas‘ review of some of the definitions of culture and her remarks
M W _about the necessity for students to learn to adapt to the culture
of the community caused discussion among participants. At issue was the
difficulty of setting an arbitrary boundary 1°ne for what is acceptable
and unacceptable and the need to compromise. In illustrating the point
that teachers often steréotype people of other cultures without even
realizing it, Rivas gave the example of the teacher who wanted her kinder-
garten students to sit in & circle. She said, "OK, everybody, let's all
s*+ 'Indian-style’." This simple direction can build the concept in

the children's minds that all Indians sit cross-legged in front of
wigwams. A long time ago certain Indian tribes may have done this, but
not any longer. Rivas suggested that tne teacher might have said, "OK,
everybody, let's sit on the floor in a circle with our legs crossed.”

Jf§§Lt one point in her presentation Rivas passed out a paper with
cixteen definitions of terms related to culture, such as bicul-
turalism and ethnocentrism. Many of the terms were ones she used in her
discussion of culture. (The handout is included at the end of the paper.)
Participants were asked to respond to the .final item on the handout,

which asked for examples of classroom incidents in which misunderstandings
arose because of cultural differences. This prompted a .engthy discussion.
One participant mentioned a boy who 1is taught to defend himself at home,
but has a teacher who does not believe in physical violence. Another
example was *that of a teacher who requested the parent to come to schoo]
:5 discuss a child's disruptive behavior in the classroom. The parent
sant a friend, the assumption being that it was necessary to have
someone who was unbiased to negotiate. Tne teacher did not understand
the different cultural value involved and feit ihat the parent did not
care. Another example g’ .en was the unwillingness on the part of a
teacher to learn a child' correct name when the name is in another
language; the teacher gives the child an English name or an anglicized

nickname. 35%till another :xample was the concept of +ime held by
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CULTURE IN THEZ CLASSROOM

different cultural groups which affects their punctuality (or lack of

it, from someone else's perspective).

JfégLrather involved example was that of an isolated Indian community in
rural Oklahoma which has a 90 percent dropout rate atter the ninth
grade. The dropout rate, according to the participant, appears to be
encouraged by the Native American parents and affects school morale as

a whole. The discussion which pointed up a real concern for the area,
led to the observation that Indian-bérents may have a very different
concept of education from the one imposed upcn them and their chiidren

by the whites and their school system. This in turn led to the remark
that white people in America feel they can decide what is good for others.
They impose their values on others, seem to assume that their values are

superior, and see only themselves as "American.”

Jg%ght the end of her presentation, Rivas discussed ways of adapting
existing materials to meet the needs of the children and ways to
develop new materials. Finally, she handed out several examples of
materials that have been developed by SEDL and by others which introduce

culturally relevant concepts and activities.
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INTRODUCING CULTURE IN THE CLASSROOM

J15§Lphi1osorhy of cultural pluralism recognizes everyone's right to
educetion.  Many times this education takes a different turn than
what we expect. This is, every child's cultur2 is not always reflected
in the curriculum tnat teachers have. Teachnrs of*en find themselves
in their classrooms with 30 or more childrer. some of the children are
from different cuitural tackgrounds. Teachers ~ire faced with the task
of instilling in these childrer an idea of self worth. A chiid's self
worth is affected by how the teacher treats the child's cultiure. Your
own culture--even thougn you may belong to one ethnic group--:s an
individual matter. It is what each person feels. Teachers must
remember to treat each child as an individual and to respect each
individuzl child. Teachers cannot stereotype the five children in

the classroom who are Mexican American or Biack or whatever. They

cannot chennel these five s*ucents i- "0 a 1itile box and say "Jdust

because you are Mexican-American, ~. .  in *his category."
¥0ST TEZACEIRS ARE NOT F.  »a oo part, the training that
MmO~y

D TC INTROOUCZ
CULTUREZ IN CLASSROCXS.

RIS R P

tec cnere roceive is net geared to wooKing
wi .o chn o of different cultur-s. It's
just like in the subject of read 7. - . many reading ceurses <oes a

typical teacher take incollege? " - .1y only cne. Yet wh<~ = teacher

gets cut of ceilege, ne or she is o tfen put in this nice Tioo. roem with

1 these little windows and expectel to teach reading to .. &f Taranl

o

"

Witn or’y one course in reading, ricnt? The same thing huo'ls w.
cuiiure in the classrcom. To my knowledge, just like eading, thers has
rot been enough work at che college Tevel (or in-serv”.e ".raining either
for that mattzr} o prepare teacrars to deal with the divferent types

of childrea found in schoolrooms today.

“J
by
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% 5;_7hen faced wi*h the sjtuation reczrding reading, what ‘does the
principal, the coordinator, ths = te service specialist or whatever
do to remedy it? He cr she plans ir-s.+vices for the teachers to get them
up tc a certazin level so they are abie to teach reading. Now I feel that
teachers have not been given the oppirrunity of attending in-services
related tc cultural awaréness. No* t::at in-services are going to change

the worid in one day--but at least th..s can create ar awareness of the
l{{ferent types of children in their classrroms.

CULTURZ IS THE RULES WE Culiir-e can be d-fined, among other ways,
LZARN ABOUT HOW TO BEHAVE

1 - N
che riles we jearn about how to behav
WITH OTHERS. as ¢ e rearn ' ave

with othe~s. 3 we all know, there is no
one way of acting. Feople with divierer?  itures learn different rules,
Yet often we tend to assume that there %. n"s one right way: OUR WAY.

I/nat does this mean in the classroom? #hat is a teacher in a particular
classroom supposed to know besidez hiw to teach the basics? What are the
tegoier's responsibilities? FHow s & tezcher going to meet the needs of
the children? That is a z£he™:iru=~ which every teacher who goes into a
classroom has to face, regarzirss of whether the children are from low

N

ncic-ecoaumic, middle class, or affluent families. Teachers have to ask
themselves, "What am I going to do with these ‘hildren? How am I going

to meet Zneir iriividual reeds?”

}{r1the c¢lassroom, teachers make the rules and these are the rules
the childrer must follcw, regardless of how they may feel. What
nagpens, for example, when a :.pil learns one way of acting at nome that

is different from the ceacher's way of acting? It is egqually as proper,

bu: it is different. (% course the child will act in the classroom the

way he or she has been taught at home. And i¥ the teacher reacts negatively
{2 this behavicr the child will be embarrassed and confused. Often
“teachers tend to assume that because a child does not act according to

~heir rules, the chiid has no rules of behavior at all. Teachers assume
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+nat the child is "cultureless.®™ When a child's teacher says, “That's

not the way to behave," how do you think the child feels? Prcbably that
his or her culture is no good. And many times there is a hostile reaction
which causes a power struggle between the teacher and the student,
Learning what culture is can be the first step a teacher takes toward

minimizing embarrassment and confusion.

CULTURT IS ZACE GROUP'S Culture can also be defined as each group's
WAY OF PERCEIVING,
LTARNING AND CELEBRATING

TOGETEER. together. It is the way we order our environ-

way of perceiving, learning, and celebrating

ment, both in terms of the objects we maxe familiar and the actions we
regard as appropriate and expected. We make sense out of the natural
environment by classifying objects in terms of their characteristics and
uses. We organize the social environment by agreeing on proper ways to
behave and by establishing relationships between members of the group.
Culture, therefore, is the way we agree tn zonceive of the worid around
us and the wav we agree to behave. The more complex the culture, the
faster it changes and the greater the number of ways to behave there are.
Often, as in this country, there are mary cultures to be taken into
consideration. That is what we mean when we talk about the complexities
0f modern life--the many changes in culture, in society, which offer so
many alternative ways to behave. If we want to prepare our pupils for
cultural pluralism, that is, prepare them to recognize alternatives, to
ces that *here are different but equally valid ways of behaving, and to
function effectively in a culturally diverse world, then understanding
cuiture is a crucial process in education. That simply means we have to
tz7k to the children, and we have to see their way of behaving and their

ulture.

(g}

UNDEZRSTANDING CULTURE Teachers need to reziize that the culture
I5 i CRUCIAL PROCESS

Ter mmrems ,-.-—O.,
-t PPN AT A Y R R T A

the children bring to school is just as good

as the teacher's culture or the principal’s,
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or anybody else's. Let's face it, these children will be the adults and

the leaders of the future. We must make them realize that they have to
‘acjust to society. Does society adjust to the children? Or do the

children adjust to scciety? Which way is it? We hope that the children
adjust; that has been the traditional way. Can there be a compromise?

There has to be one. What does adjusting do to the child's self-confidence?
e read everywhere about helping the child's self-confidence, making the
child feel good about himself or hgrse]f. But do teachers really do that?
Do they really try to build up the children's self-concepts?

Q:::%n the other hand, as a society, we have to learn to Tive within
certain rules. When I was teaching kindergarten I used to tell my
children this story when they are learning about rules. I would ask them
what will happen if your father runs a red light and another car comes,
and bang! "Oh," the children would say, “There's a big wreck.” And I
would tell them there's a big wreck because your father didn't stop. That
stop sign is a rule that we have to Tive by. And it just depends on the
;child, from the child's experiences at home, whether or not he or she is
qoing to follow the rules. Whether or not he or she will be able to

cope with the problem. When the teacher gives the chiid a problem, will
the child be able to solve it by applying the rules?

here is a problem involved both in reinforcing the child’s activities
’igjﬁand in reinforcing rules. There must be a compromise. But it's
hard 0 say befcrenhand where the dividing line must be. The teacher or
parent has to have some kind of invisible line, has to make some kind of

adjustment or agreement cr compromise.

! g 'he teacher in a classroom must take into consideration how all the
children will be affected by the decisions that are made. The five
21ack or Mexican American children are just part of the class. How will

the decisions affect the other 25 chiidren? Teachers have to be very

-.\[
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careful about what kinds of decisions are made and how the problem is
approached. We hope the children will reach a stagé of awareness where
they say to themselves, "Aha! I am in this town or community. They
follow these rules here, so I myself, in one way or another, have to
adapt to the culture.” Sometimes, when children are exposed to two
cultures at once, they really don‘t know hcw to tare it. Either they are
resentful of the second culture--they can't even appreciate it--or they
feel restricted and inadequate about their own culture. They are really
between the devil and the -deep biue sea. They really are in the middle.
Trzy think, "I'm pulling this way, my home is puliing me that way." So
a kind of resentment is built up in the child. Hopefully, what we want
z child to do is to take a look at hoth cultures and say, "I have to
take the best cf each one.” Not that teachers want to do away with the
child’s cwn culture. Both teacher and child have to compremise.

REWARD BEHAVIOR TEAT We all carry cultural baggage around with us.
; That is, we have our own language or dialect,
our own ways of doing things, our own stan-
dards for judging how things should be done. We interpret the behavior

o7 other people in other societies according to the way we expect people

to behave. Our expectations are two-fold: we hold up certain ways 1n
which we wish and think people should behave, and we allow certain
deviations from this idesal. We approve of and reward behavior that
conforms to our own expectations and nerms. Tnis natural tendency to

udte oiners and their ways of doing things by cne's own cultural yard-
C y g ¢s Dy y

[ 72 S SN

tl

()
pos

< is called "ethnocentrism.”

3
o~
P

g Eeaﬁng with other cultures is usuaily difficult. When confronted
with another culzure for the first time, a person oftien experiences
culture shock. You are stunned because yc. cannot relate to or under-

sta

~e

id what ic happening around you. If you are to function in a strange
ultura] environment, you must learn to look objectively at tne behavior

O

"\I
Co:



CULTURE IN THE CLASSROOM

of the people around you. This is a challenge. It is one of the most
difficult tasks anyone can have, particularly when contact with different
cultures or behavior is closed. It is very easy for us to say, “Oh yes,
I'd Tove to go to China and see¢ the Great Wall." But what if you get
five or ten Chinese people in your ciassroom? This is a totally
different concept. Here you are actually dealing with people; while for
a visit, you read about China, you accept the culture, but you really
don't know the "nitty-gritty"” of the problems and everything else unless
vou come into contact with the cu]tu}a1~group.

—

ALL HUMANS HRVE THE SAME Since we have been trained from an early age
STOCX OF EMOTIONS, BUT
THEY DIFFER IN HOW

THEY ARE EXPRESSED. of our own culture, it is difficult to

to lTook at things from the poi-t of view

suddenly remove ourselvss from our own subjective crientation. In fact,
it is impossible to do so completely. We cannot quit being ourselveé.
Think about that: we cannot quit being ourselves. What we can do is -
remember that all humans have the same stock of emotions. A1l feel and
display love, anger, hate, and joy. We differ in how, why, where, and
with whom we dispiay these emotions. And this in turn influences our
percentions of how other people should express themselvss. Gnly as we
become aware of the shared cultural base for cur expectations and their
subjectivity, can we begin to recognize the danger of thinking-about
people from other cultures in terms of our own cultural norms. When we
do this, we can begin to see the cultural characteristics of others with
a more objective viewpoint.

ONZ WAY Cr BEZAVING One step ir learning to look at other cuiltures
IS NEITEER -TITER NCR

objectively is realizing that culture
WORSE THAY i <OTEER. v Y 211G b

signifies systematic, ‘earned, behavior. It
is nuC instinc:ive behavior. MCultural relativity” is the idea that ore
way of behaving “s neither better nor worse than another. They are simply
different, and the difference is not due to the lack of order but is a

.\‘I
N

91



MARGARITA RIVAS

part of the cultural system. When we can see that there are many wayé of
doing things, that no one way has a greaier value than the other, and that
all theéé different ways of doing things derive from different culturai
systems, we have a culturally relevant viewpoint. And this I think is what
we are trying to do in.our schools. We want to have a school--and an

educational system—-whé?e everybody's input is equaily as important.

ALL CULTURES EXIST When_observing culture it is useful to make
ON 30T THE REAL .

distinction between ideal and reai culture.
ND IDEZL LEVELS. a ‘ re

An ideal in our own culture, for example, 1is
that marriage is very important, while the reality is that there are'many
divorces. Ideal culture is that which we see ourselves doing, how we
perceive the things we do, how we categorize our experiences, both verbally
and mentally. Ideal culture reflects beliefs and values, while our
actual behavior is what we may call our real culture. For exampie, one
ideal in our culture is to spend holidays together. Everybody spends
holidays tcgether. Or at least that's what we say in our books, "To
grandmother's houée we qo, over the river and through the woods." But
in reality, when do we get together for holidays? How many times dc we
reaily meet? Maybe for Christmas, Thanksgiving, Easter? There are two
different concepts here: the real ard the ideal. And it seems to me
-%at the real culture is changing 'more and more because of the iype of

society we are living in.

1

N OJUR SOCI=ZTY, CULTURE Culture is also influenced by physical envi-
I5 CHANGING MORE AND
MORE.

1 k-

ronment. Tris is a -otic: of cultural area:
peopie living in “he same geographical area
share cultural features. Houston, Texas, is a very aood exampie of &
gitural area that is undergoing rapid change. Houston has growr. by lezps
and bounds. Thers zre a lot of cu’tures coming to live in Houston.
I¢eally, people from the country--from a smail town culfure--say. "0,

I'd Tove to live in Houston. Therz are so many opportunitis- there for

g2
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work, for education." But when trey get to Hcuston they find that the real
situation is quite different. They are culturally isolated. There is a
high crime rate, everything costs so much, and so forth. And it's all
because of the way Houston is groWing.

Cu] ture can be econcmic: pegple in the same socio-economic situation
may share certain cultural features. My program has worked with
children in the ghettos of Philadelphia, inner city Philadeiphia. We find
that they have the same kinds of problems that people had when I

taught on the west side of San Antenio. Philadelphia and Texas are
separated by a lot of states, but socio-economics also infliuences culture.

CULTURE IS WHAT ONE ‘The trzditional way of defining culture has
NEEDS TO KNOW IN ORNDZIR

been to describe its institutions. This
TO GET ALONG IN A GROUP. Lhe

inciudes its oolitical institr=ions (the
way power and responsibility are distributed in government), its economic
system (the way goods and services are exchanged), and its social system
(how society is zrranged, what types o7 Tamilies there are). This is a
useful way of c¢efining cuiture, but there is a better way to describe
culture as it reiates to the educat{ona] system. Culture is what one
needs to know in order to get along in a group on a minute-by-minute, hour-
by-hour, day-by-day basis. This definition focuses on behaviors rather
than institutions. Rather than talking about the family structure, it
talks about the wav mothers and children behave, about what kinds of
"behavior can be expected from peopie filling these family roles.

TZACHERS MUST PRCMOTE We have been talking a lot about behavior.
Al APPRECIATION COF TEE
CHILD'S IMMTDIATE

CULTURE. If sc, what kinds of stages must teachers go

Do we want to change the teacher's behavior?

through in changing their behavicr? How can you help, as far as in-services
are concerned? Say you have a "brand new" teacher recently cut of coilege

who comes to work, let's say here in Austin, and she is going to be teaching

r
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in a program with children who are from different cultures. What is the
first thing the teacher might do? First she needs to have an AWARENEZS of
the area, to learn as much as possible about the ccmmunity. But awareness
just gives you a Tittle peek and that's it. The second step is UNDERSTANDING.
Teachers m.st know the different racial or ethnic groups reflected in the
schoGl population. That's where understanding comes in. The next step is
APPRECIATION and VALUE. Teachers must promote an appreciation and value
of culture in the students. Remember that fo a child culture is the
environment. Tne child is concerned with the immediate surroundings..

And that's sne thing that can be misleading. In éome cases teachers try
to instill in a chiid a culture the chiid is not gzén familiar with..

Why w2uld a teacher have a kindergarten child learr the Mexizan national
hymn, for example, when the child doesn‘t know the fmerican anthem? We
must promote an appreciation and value of the child’s own immediate A
culture. COMMITMENT is the last stage in changing the teacher’s beha) ‘or.
And it will result in the teacher's conscious effort to foster cuitural
sluralism in the classroom and will enable students toc work with others
successfully, regardless of different cultures, heritage, 1ifestyle, and
values, etz. It is mast important that chiidren Tearn abcut the different
ethriic groups in the classroom. S+udents must learn to respect and

value other groups as.we]].//,§\

/
/
@:::pnce a teacher is gdmmitted to making the curricuium culturally
relevant, how iséghﬁs accomplished? Often there are not enough
hooks with culturally relevant activities, or there may not be enough
money to buy the books in a particular scheol. Sc sometimes it is
necessary to adapt existing materials. In adapting a curriculum to the
culture of the students, there are three bzsic steps. The first is
analyzing the materiais to see what concepts are contzined in them.
Second, teachers question the pupils to see whether they are familiar
with the concepts. T:ira, in order to illustrate the concepts, teachers
deviseﬁéupp]ementary learning activities which draw on the pupils

experiences and knowledge base.
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" ADAPTING MATERIALS ‘"en T say, "analyze the materials," that

T means look at them carefully. It is not

‘ necassary to change thz objectives at all.
c>jectives remain the sam~. What teachers do is lTook ol the materials,
then find out if the children know the concepts. If not, what can the
teacher do? Teachers shouid be able to work with the same curriculum,
adapting it to the culture of the students. A good example woula be food
or nutriticn. Different cultures eat different foods, but they are still
from three basic food groups. Teachers can stow children how the tamales,
beans, and :orn tortillas that Mexican American childrer >ften eat are
nutritious and just as good as other foods. Another example of adapting

2 curriculu . is community helpers. Remember that for chidren, culture -
is the immediate eavironment. In kinderocarten, w2 always start talking
about community helpers. Who are the community helpers? When I went {o
school they were the dentist, the coctor, the nurse, fireman, peliceman.
Nowadays I think e are relating to the community by te’ling children
about the lady t~at works at Safeway, the checker, the custodian.
Children soon begin to realize that each occupation is important. .

7 Te have not vet touched upon the role of the home or the parents
in the school curriculum. It is n-st important that parents
are taken into consideration as part of staff development cr in-service
training for cultural awarenass. It shoulc be a two-way learning street.
v the teacker, but the parents themselves have to be aware of the
-ure wicr“n the schools, the culture of the teacher, when it 3s
differ:ot from their culture. It is importéﬁt that there be some kind
clternative to inciude parerts in talking about culture. In
cre ¢f tre Follow Through sites I work vith we called in the parents
xplained w-2t the project was going to so. We felt that a lot of
“ke material was not appropriate to the ciiidren's culture. We asked
sarsnts what kinds of things they wanted their children to learn iu

-

sc=us? reiatec to cuiture. It was ir:eresting that the topics they

O
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MARGARITA RIVAS

came up with were: habitat, food, music, literature, holidays, contribu-
tions, arts and crafts, and customs. Our task was to devise activities
and objectives for each of the topic areas. An important decision that
was made during the first meeting was to define culture as (e child's
immediate environment. At the kindergarten level we started at the

self, with the child learning about him or herself and including holidays,
parties, and such celebrations. Then we tried to incorporate oral

language, a language that was relevant to the way the children said

things.

TEZACH SONGS AND STCORIES In literature we found that one weakness

REZLEVANT T s TLDREN' . }

C_,iU;L O CHILDREN'S was trying to translate nursery rhymes into
s UNE

Spanish. Why did we have to do this? A Jot
of cultural guides, for example, translate "Humpty-Dumpty" into Spanish,
when really each culture has a rich coilection of its own nursery rhymes,
jullabies, and so forth. What we ended up doing was to compile a list of
nursery rhvmes that were r=levant to the i1dren's culture. They learned
"Humpty-Dumpty," "Mary Had a Little Larb," and all those in English, but
we felt they. also needed to learn the ones in Spanish. When I was a
1ittle girl we used to play outside with all sorts of 1ittle games. My
nieces and :ephews don't do that anymore. They are stuck to the front
of the TV set, and a lot of our Tittle poems are being lost. When the
children grow up they are not going to be transmitting our 1ittle songs
and poems in Spanish to their children because they do not know them.
Sometimes I think we are losing some of our literature, so it is a good

thing tc teach the children songs and stories relevant to their culture.

}{n one of our other school sites, St. Martin Parish in Louisiana,
the teachers took a different route. They developed materials '
relating just to their own parish. Their topics were honeybees and bee-
keeping, salt, sugar cane, holidays, petroleum, the covernment, and

gecgrapny of the parish and its landmarks. What the teachers did was

(r
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start with their own immediate community and develop some materials which

included background information, exercises and activities for the children.

ney didn't rely on someone else to do tnis for them.

Q. £
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CULIURE IN THE CLASSROOM

SO'E MEXICAN A"ERICAN FC K REFEDIES

Mote: The folk remedies are taken from Mexican Americans in Texas and

may not apply to Mexican American populations in other parts of the country.

1. Curandero{a): Ore wiho cures. The curanderc may practice
Tn the barrio or in rural areas. He renders inexpensive,
personal services not offerad in the highiy structured,
unfamiliar medicai cnvironmert of the Jdominant society.

A curandero does refer patients %o doctors when he fzels
he cannot treat a problem: .Curanderos usually furnish
both treatment and medication and do not have a set fee.
They generally feel :heir healing powers are a gift.
from God. Patients pay whatever they can atford, often
in foodstuffs. -

2. Partera: Midwife. The services of ine partera are more
common in rural areas than in cities. Jften meaical
facilities may be at such z disi:ince that Tamilies in
rural areas cannot make use of them. They are aiso
expensive and impersonal. Women are using more 2nd
more, however, the services of neighborhood zlinics
which have been built in some ru .1 ar- ¢.

3. Mal de ojo: The evil ey2, cen be czst intentionally or
unintentionally on people, plants, ard animais by somcone
who adizires them without L)U"hilj them Symptoms o
people suffering from mnl de 0Jo inc it se1zu”es, fever,
nausea, heaaache, and eye pain. A male sicken and die;
.lants lose their leaves and die. Babdies are con-.derec
especially susceptible, and people admiring a baby wi..
touch the baby %o counteract .re poscibility :hat they
have given him the evil eye. Sicvies: caused by mal de
0jo can be prevented or cured by F .viag the ind*vidual
who cast the evil eve touch the person or object. If
this is not possib le, an egg *s rubbed over the sick
person and prayers are recited. Th. neat dz, the egg
is broken into a glass of water and the glses is placed
under the sick persen's bed, below hi: head. By the
end of the day, the mal is considered <o have gone “..to
the egg if a small "eye" appears in tue 2gg. An egg
with a cooked appearance 1ndxcates a particularl - severe
mal.

(r
C

103




MARGARITA RIVAS

£

Susto: Fright causad by some sort of shock. A nerson
“suffering from sustc loses weight and is nervous. It

is believed that if the condition goes untreated, the
victim's blood will become weaker and weaker until he
cies. Treatments take place on three consecutive nights.
Branches are brushed over the sick person and prayers

are said. Holy water is drunk by the sick person.

} 5. Empacha: A stomacn disorder believed to be caused by
eating unwanted or disliked food. A child suffering
Trom empachc may be given a jar of water to drink
perjodically. The water is considered medication.

6. Earache: A piece of paper is rolled into a cone. The
smell end is inserted into the afflicted ear, and the
other end of the cone is lighted. The heat and smoke
are beiieved to cure the earache.

7. Kidney or bladder ailments, bed-wetting: Cornsilk is
boiled tc make a tea for the sick person to drink.

8. Sore muscles, partial paralysis from stroke, wrinkles:
Romero or rosemary leaves are boiled to make a tea.
The Teaves are strained and the liquid patted onto the
afflicted part. The potion produces a pulling sensation
that relieves soreness in muscles, partial paralysis
from stroke, and prevents wrinkles.

8. Cuts, burns, and scars: Leaves from the Alovera plant
are broken open and put on the afflicted areas. The
fluid from the leaves is believed to heal cuts and burns,
prevent new scars from forming, and remove old scars.

10. Scorpion stings: A fresh-cut clove of garlic is rubbed
over the stung spot.

‘ 10;1,




CULTURE IN THZ CLASSRCOOM

TERAS RELATED TO 7 TURE

1. Biculturalism: the ability to function in and to appreciate two
cultures.

2. Bilingualism: the ability to function effectively in two languages
and to understand the cultures they represent.

3. Cultural Area: the geographic environment and/or socio-economic
strata which influence the experiences and values of the people
within trem. ' :

oY

Cultural Baggage: the attitudes, st§ndards, and expectations we
have as a result of the environment in which we were brought up.
In a sense, it is as if you said, "I am the me that has accumulated

certain experiences in life--the me that [ am at this point in life."”

§. Cultural Relativity: the concept that there are many ways to do
any given thing and that no one way is better or worse than ancther;
it is simply different.

6. Cu?fbrally Relevant Viewpoint: the perception that there can be many
valid ways of doing the same “hing.

7. Zulture:

2. Tylor: that complex whole which includes knowledge, belief,
art, morals, law, customs, and any other capabilities and
habits acauired by man as a member of society.

b. ¥luckhohn: a historically derived syster of explicit and
implicit designs for living, which *2nd :o be shared by all or
specifically designated members of .+ group.

c. The New Ethnographers: what one ne~ds to know in order to get
along in a group on & minute-by-minute, hour-by-hour, day-by-day
basis. "What one needs to know" will include knowledge, belief,
art, morals, law, customs, language, etc.

8. Culture Shock: the temporary stunnad, alienated feeling one suifers
when thrust, for the first time, into a totally new cultural
environment, whera the expectations and cues of the people in that
environment are unknown. - :

9. Ethnic: related to “nherited group distinctions which serve to
-identify one grouo of people from another.

Q , ~
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10. Ethnocentrism: the normal, natural tendency to judge others'
behavior. acccrding o one’s cwn attitudes, standards, and expectations.
~
11. TIdeal! Culture: the way>a culture is perceived, usually related to
values anc standards rather than tc #ctuzl behavior.

- 12. Low-Income Culture: the concept of experiences, beliefs, and v=~ :s
shared by lTow-income peopie regardless of race or geographic lc. n.

. Middle-Income Culture: the ccricept of experiences, beliefs, and-
values shared by middie-incoma p=ople, regardless of race or
cezographic Tocation.

14. Objectivity: uninfluenced perception of something.

15 . Real Culture: actual behavior within a culture.

16. Subjectivity: perception influenced by one's own emctions.

Discuss the following question:

Give some classroom incidents (involving teacher and children, children
themselves, or children and curric.lum materials) where misunderstandings
arose because of cultural differences.

N
(. A
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CULTURE A1D ACCOMPANYING VALUES

AS DEFINED BY PARTICIPANTS AT

RED SPEAKS:

Nu vI%ER 12_]31 ]979

DEFINITIONS OF CULTURE

Language, believs, customs, religion
modes of thinking (attitudes), and.
ways of doing things that coliactively
give a group of people their identity.

Culture consists of knowledge, interests,
habits, values which an individual
chooses and in so doing becomes a part
of a segment of society.

OQutward manifestations and exprnssions
inherent to a person's innermost
feelings and experiences as nourished
by societal groups predominant to that
person.

Culture is a learned set of behaviors
that permeate all aspects of our daijly
activities. These behaviors are
conditioned by a value system that is
transmitted from one aeneration to
Value systems change from
one generation to the next and from
person to person, thus culture is
dynamic--not static--although some
aspects of a culture may remain
constant over long periods of timz.

Culture is something that you acquire
by birth. Being at the right place
at the right time OR being-at the
wrong place at the wrong time.
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BILINGUAL/MULTICULTURAL EDUCATION

ACCOMPANYING VALUES

Work ethic
Belief in "Golden Ruie®
i.e., "Do unto others," etc.

Respect for all people and
all things
Love of lea-ning

Family unit, support, educational
growth, development

—
.

Yo

&)

—

/

e {
Work ethic--eacnh person should

contribute to the ektent of
his abjlity.

Three me21s a
(eggs, bacor,

eaten shortly

day--brzakfast
toast, and juice)
after getting up.

sincarity
self-confidence



DEFINITIONS QF CULTURE

Culture = the way I act, think,
speak, based on rules/norms
taucht by: .

. religion
. society
. history

Culture is sur ancestral heritage.

To me, culture is the background/

drop of me or my identity. My culture
is reflected in my behavior, attitude,
values. Either tnrough environment,
as a child, or self imposed.

Culture is one of the things that
my rCirents gave to me.

Culture is the sum total of X
experiences affecting an individuals
behavior {overt and covert) and
thoughts.

Culture--the total effects of one's
heritdge, including his/her language,
customs, ethnic Sehaviors, religious
and social practices.. '

Culture is iike'a web o/ evervthing
around us:
family structure and dress.
Everything we take for granted and
~don't notice til someone else points
it out.

beliefs, values, language, .

MARGARITA RIVAS

ACCOMPANYING VALUES

To help me interact humaniy.
To free me to be me.

Attitude toward 1ife; a re-incar-

nation. The physical body is only
a vehicle to travel from the past

into the present.

My perception of myself as a woman,
role of a woman: career, domestic,
wife, mother.

Attitudes toward others being
culturally different enables one

to respect/admire cifferences in
qothers. We are all different.

1. Sense _f belonging.
2. Direction

Honor
2. Punctuality

—
.

1. Determines one's social,
religious, and political
inhibitions.

2. Provides a framework for the
development of one's personality

1. Acquiring material goods is
valued.
2. Conforming is valued.

..
L
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CJULTURZ IN TEEZ CLASSROOM

DEFINITIONS QOF CULTURE ACCOMPANYING VALYES
Culture: Customs, beliefs, vaiues, 1. Value the importance of tne
etc., that determine how I act and individual; worth of the
what [ believe and feel. ind?vidual and recognition of
individual differences and
needs.
2. Value the importance of educat
- and the dignity it aives to tne
< fndividual.
Culture: Those factors in one's - | 1. Family is impcrtant.
environment which form his/her 2. In every day taere is something
beliefs, custams, personal gond.
actions, such as religion, ethnic
background, economic status,
parental and peer influences.
Culture: ]ifesty1e, beliefs, food, 1. Respect for elders
Titzrature, art, music. 2. Sharing
Culture--the learned, societally- 1. Work hard tu “succeed in 1ife"
transmitted and dependent system ‘ 2. Decision by majority -
of social beshaviors, attitudes,
and beliefs.
Culture is one’'s percepticn of the 1. Languacge
worid. It concerns these ssgments - 2. History--heritage (Education}
of 1ife that govern and/or infliuenc 3. Self-concept

the way that nne behaves. Therefore _

one's perception of the ".orl!" based C -
on varijous life segments wili affect ‘

the mannar in which nne respond: tec

nis/her znvironment.

Culture--the custors, language, history 1. To do well at your job.
political sys<tem, religion, native 2. To be liked by others
foods, vaiues, etc., of a particular

group of people.

Culture: Formal--literature, music, 1. Understanding sel+™
histc-y, heroes, art. Informal--food, 2. Liking self

dress, language, remedies, beliefs,

dichas.

€O
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QNS OF CULTUR
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My culture is reflected in the

way [ lcok, think, and act. It

is a combination of Texas and Angio
Saxon heritvage and literary influence.

Culture: My language, 1ife style,
literature, art forms, and sscial-
historical oral expressions which
differentiates my social/ethnic group
from others. -

Culture: Forces in my 1ife that infiuence

the way I think and act.

Culture is the individuals total:
religion, work orientation, recreation,
family membership, and attitude of

his feilow man.

Culturse is' ME.
. Values
2. Home and family
" 3. Friends, work, community, close

environment
4. Vorid, environment

110
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ACCOMPANYING VALUE

)

Two values »f my culture are:
intellectuzi curicsity and
independence.

—
.

Roots
2. Direction

1. Something to hang my hat on.
2. Gives a sense of identity.

1. Honor (family name)
2. Work {dignity of work)

1. Work
2. Integrity

()
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ADAPTING CURRICULLM

Example

Below. are several excerpts from lessons, as well as concepts and
learning activities. Read each excerpt. In the blank space after each,
put: (1) the letter of the concept that fits the excerpt, and (2) the
letter of the le: 'ning activity that will best reinforce this concept.

Excerpt ) ~ Concept
1. (Social Studies) We are ail facing a. money
North. When you face North, East is
always to your right. b. types of clouds
2. (Geography) Jimmy comes from Cali- c. communication
fornia. Nency is from the South.
Helen was born in this town. _ d. directions
3. (Arithmetic) Mark had 35 cents. He 2. time
bought two balloons at 5 cents each
-~and a bag of peanuts for 10 cents. f. transporiation

How much <id he have left?
g. the difference between

4. (Social Studies) A page showing ' state and ccuntry
pictures of a ship, 27 -plane, car :
and train. h. people come from many

places

5. {Science) Look at the clouds in the

pictures. Scme are big and fluffy.
“ome look like feathers. Some make
i layer across the sky. o

6. (Arithmetic) Mary called her mother
at 3:45p.m. She 'said she would be
nome in 1 1/2 hours. What time will
Mary be home?

C.
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WATHENE YOUNG

“UNLEARNING” INDIAN STEREOTYPES

INTRODUCTION

‘?Ef7bung, a Cherokee-Delaware, is director of the Indizn

Counseling Program {EPIC) at Northeastern State University in
Tahiequah, Oklahoma. She has also been director of Indian Pupil Education
for the Tulsa Public Schools and received a Ford Fellowship in Advanced
Studies for American Indians. Young began her presentation Dy emphasizing
the plurality of Indians in the United States. The term "Indian" is a
misnomer since there are many tribes, all with different

characteristics. Some are dark-skinned, some 1ight. Some live on
reservations, some do not. Some are rural, some urban. Not only is

it inaccurate to apply the term "Indian" to these groups of people, but
there are stereotyped ideas about what the word "Indian" means. To
illustrate, Young asked the participants to take a piece of paper and
write down the first three things they thought of or imagined when they
neard the word "Indian." These she wrote On a chalkboard and referred

+o several times during the presentation. Participant responses

included:
feathered headdress pride
respect for nature pensive
oppression by white government respect
rural integrity
southwest pilgrims
reservation paul wWewman (who played an
myself Indian in a movie)
Navajo Tio Juan (someone’s uncle)
nature tribe ’
gquiet treaty
reserved Native American
intelligent tribal groupings
determined accommodating life.to the
self-sufficient 2nvironment
warrior ’ : special clothing
smoke signals noble
arrows ' unusual languages

Yo
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straigiht ha:ir Indians)
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%% ?c}ung then explained that she does this exercise with her students
+o determine their image of Indians. She pointed out that these
images mostly represent characteristics of :"ains Indians, usually Sioux,
rather than the varied Indian culturess in the United States. and that the

stersotyped images of Indians come from many sources: movies, television,

o

e

ooks, advertisements, and traditional history. It is time to chance

thase stereotynes, claimed Young, since those who control the images
r

control the mind.

%% ? oung continued by discussing the rural Indian schools in Cklahoma.
then reviewed the history of Indian Education in the United States,

bringing the participants up to date on the status of Indian educaticn.

In response to a participant question about where Indian education was

going to fit in the newly created Department of tducation, Young said

that they were not sure, perhaps in Bilingual Education, and that Indian

education would not be discontinued since monies for it representad such

2 small amount when compared to funds for other prejects.

%g,;oung also discussed the use of Indians as mascots for footbali

5 teams. Indian mescots are fairly common, more so than other racial
or national grouns. A rather lengthy discussion with participants resulted.
The different enithets used to describe different cultural groups were
brought up, such as Redskin, Fighting Irish, Kraut. The point was made
that stereotypes impese certain images on groups, denying group members
the power to define themselves. Occasicnally, people who use sexist or
racist terms say, "Well, I didn't mean anything by it," but that misses

the point. The feelings of the people referred to should take priority.

(PN 4
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Racism and Sexism

group ¢ Indian ch.

-1 2 new Tiimstrip called, "Unlearning Indian
e Council on Interracial B5ooks for Children's
Center for Education. The filmstrip showed a

ining the various sterectypes of Indians found

in cnildren's bcoks anc ymmercial media. The children's reactions

illustrate that these
ung recommended the

r usa in classrooms

St /pes are inaccurate and often derogatory.
films. ip and the accompanying resource materials

or ".r trezining teachers.

"y
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"UNLEARNING” INDIAN STERECTYPE

E{t‘s really difficult, as a Cherokes-Delaware, to talk about Indians.
We've all talked about Indians for hundrasds of years here in

America, and it's really presumptuous of me with a Timited knowledge of

my own culture and that of the Indians of Oklahoma tc talk about "Indians"

as a national term. The term "Indians" is a misconception. I was reading
something last night that said, "Until Columbus came, there were no Indians."
I thought that was very amusing. “Until Columbus came, there wereg no
Indians." We were many tribes and many nations of people. You xnow where
the term "Indian® ~ame from? It came from the fact that Columbus Tanded

in the Bahamas and since he thought he was in Indiz, he called the peopie

he met "Indians.” In reality, this country is a nation made up of many
different Indian nations. . So it's very difficult for me to talk about
Indians because there is so much that can be said. There are so many
categories of Indians today.

:§:1ive now in Tahlequah, Oklahoma, in the capital of the Cherckee
nation, where there are a lot of Cherokees. A misconception I'd
1ike to deal with here is that not a1l Cherokees are blonde-headed and
Slue-eyed. The majority who are full-blood Cherokee stay in Cherokee
country. And we don't have any Cherokee princesses down in the Cherokee
nation. Those are the ideas you meet when yGu leave Indian country, and
I consider Tah]eduah Indian country.

Tah]equah is a rural area. 1It's the heart of the Cherokee nation.
I moved there from Tulsa a couple of years ago. Part of the
Cherokee nation is in the northern part of the state, and it's not as
heavily populated as the Tahlequah area. I have noticed more prejucice
in rural areas than in urban ones. This is something T really didn'%
experience until I moved to a rural area. In an urban area, like Dallas
for example, it's okay to be an indian. There aren't too many of us!

So it's always fun to come to Texas because there are not any Indians

here, basically, and the ones who are here are very well thought of.
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The community is really opan and involved with halping the Indian

community.

DIAN EDUCATION TN OKLAHOY
\

TYIZRT ARET 54 INDIAN \\R§ I said, I come from Oklahoma and for those
I5Z§ IN CKIANOMA TODAY. of *you who are from there, I'm not saying
anything you don't know. But for those of.you.who arep’t, I'd 1ike to taTk
about Indian education in Ok1ahoma, In Cklahoma we've got many different
tribes. In fact, I believe that the official count is 34. When I worked
in Tulsa I directed the Indian program. We had 54 different tribes
represented in the school system. Oklahoma was at one time Indian
territory, and many Indian nations have settled there. We've had an

influx of people from all over: we have Navajos in Oklahoma, we have Mo-

hawks, we have rural Indians and urban Indians. We don't have reservation

™ Indians in Oklahoma, though, 1ike most people think.

E[n the area that I come from we have a rural Indian population. There
are a lot of bilingual people in the area. Many of our people still
speak Cherokee. We have »ittle schools that are 50 to 90 percent Indian.
The majority of the schools are 20 or 30 miles from town and some are not
Indian controiled schools. They have white school boards and mostly white
teachers. In the past couple of years we've begun %o see a few chznges in
having some Indian teachers, but basically the schools are white. They are
not indian community schools, and yet they are schools with Indian popula-
ticns. The school boards in these schools are white because the white
people get out and vote. They are the power structure in the community.
The Indian people are very rural, very isolated, and have never been a

part of that community so they don't see that the public school system in
Oklanoma is basically their school system. But this is changing. Title IV
is really beginning to change things. More Indian parents are beginning

+o feel that they have some input because of the Indian Education Act.

120
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INDIAN STERZIOTYPES

INDIAN PARENT COMMITTZIES Although we've had Indian education since

3RE 3ZCOMING MORE _— )
xS Q7 N %

ZNVOLVED. 1972, in one rural town I know, the Indian

parent committee has become involved just in
the past year. They've had a parent committee in the past that pretty
much did everything the superintendent wanted them ©0 do. Recently 2 new
group of parents got involved and did a survey of the teachers there.
They turned in a head count of 50 percent Indian students for their Title
IV count, and fewer than five identifiable Indian teachers. Fewer than five

jdentifiable Indian teachers!

Jf§§kt Northeastern State University where I teach, we have graduated

208 Indian teachers out of our Indian teacher training program.

e cot a national distinguished achievement awarded for teacher colleges,
and yet this town has hired only one of our people! So the Indian parent
committee went to the school board and told them they wanted Indian teachérs
hired. The school board said, "We didn't realize we didn't have Indian
teachers." And they said things like, "Well, we've always had sympathy

for the Indian community." Then the Indian parents talked about role
models, and one administratcr asked, vHow do I know if a person is an
Indian?® And the parent committee said, n1f they lock 1ike we do. We're
Indian. We look Tike Indians." And the president of the school board
said, "R-r-rale model? What's a role model? Has it got a number?”

This situation is a reflection of a Tot of the attitudes in the schools
in Okiahoma: ‘“sympathy" for Indian children, yet not realizing the

importance of role models.

}g've just given you a little background about some of the experiences
. _I've had in Oklazhoma that may‘be a little different from the
experiences of a Navajo, a Mohawk, or from an Indian in Washington. It's
really hard to generalize, but in fact that's what we do, we genera]ize;
we all talk about tipis, even though we know all Indians don‘t 1live in
tipis. e talk about arrows,-we talk about Pilgrims, but we don't

usuaily talk about Cherokees, Navajos, Hopis, tribes, or nations, which

we should talk about. Now let me speak a little about the history of
Indian education.
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THE HISTORY CF INDIAN EDUCATION

:Z ANNIHILATION PERIOD: From the time of Columbus until about 1870,
P2 70

we have what I call the Annihilation Period
in Indian education. It's also called the Missionary Period because the
missicnaries basically took over the educaticn of Indian tribes. When
we talk about the Annihilation Period, that sounds like pretty strong
terms, but what are some of the things that are happening at this time?
Does anybody have any idea what the policy of the government was? In
1832, the Office of lndian Affairs was established. You know where it
was established? Under what dapartment? The War Department. SO you
can see the philosophy of the faderal government toward Indians. In
the War Department.
TYE ASSIMILATION PERIOD: In about 1870, right after the Civil War,
1870-1933. the Federal government gets involved in the
education of Indians. We call this the Assimilation Period. The govern-
ment allotad $20,000 for the uducation of the Indiens. What it wanted to
do waé to force assimilation. And so boarding schoois were established,
and most of them were established away from Indian country. Because how
do we assimilate people? By taking them away from their culture, their
customs, their values, their families. A.ad the Indian children were sent
to Carlisle, Pennsyivania. The children were not allowed to speak their
native tongue in the schools. They were taken away from their families
at an early age. And once they went back home they really didn't belong
at home, did they?
INDIAN REORGANIZATION In the 1930's, the children coming out of
R70D:  1933-1968. the boarding schools, moving off the
reservation, began to go to the public schools. There is a period of
years hare, from 1833 to 1947, when the government re-established a 1ot
of the tribes. The Indian Reorganization Act, the Howard Wheeler Act,
ancd the Johnson-0'Maliey Act were passed during this time. The Johnson

1evy
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0'Malley Act is the first time the public schools are given money for the
support of Indian children. Now the Indian children don't get the money,

the schools get the money for educating the Indian children. Johnson-
0'Malley funds were given to the general funds of the schools. The principal
used to come around and get my role number and count me on Johnson-0'Malley,

-~

and I always wondered why he gct extra money Tor me.

"YZ SELF DETERMINATION And then we look down to the period we are
"CD: 1968-PRESENT. now in, the period of Indian Education. It
began in the 1970s, really in the late '60s, and continues to the present.
I call this period of Indian history the Self Determination .Period. It
rezlly began in 1968 with the Subcommittee on Indian Education, which was
of course headed by Robert Kennedy and picked up by Ted Kennedy after
Robert was ki®.ed. The Cormittee on Indian Education, chaired by Kennedy,
conducted intensive investigations. They visited Oklahoma, they visited
the reservations. I don't think I need to talk about the report that
~esulted. I think most us are familiar with it. It's cailed A NATICNAL
TRAGEDY, A NATIOMNAL CHALLENGE. And from that report came the Indian

Education Act of 1972. With that act, for the first time, Indian parents
were givea sigr-off approval for funds that are suppo§ed to be spent on
Indian children. Uo until this time, Indian people had no control over the
education of their chilidren. But now they have input regarding the needs
of the children in the schools. The pareuts are supposed to have the
on-going review and evaluation of the program, and of course they sign

the croposal. That nappened in 1972 and probably just in the past couple
of years have Indian parents begun to participate in the process.

:E:gave an exampie earlier of a Title IV program in a rural town in
my area of Oklahoma. Just in the past year did the parents really
get involved and really start looking at the public schools and asking,
"Wwhere are the Indian teachers? What are you doing with those funds?" We

have another source of monies in the Johnson-0'Malley funds. Now *hat the
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basic concept is established, the parent committee aiso helps determine
where the Johnson-0-Mailey funds go. There's a difference between
the Johnson 0'Malley funds and the Indian Education funds. Indian

Education Funds, Title IV, come directly from Washington. So the parent

commitiee and the superintendent deal with Washington. In my part of the

state, the Johnson-0'Mallay funds go to the state department.

’_g—1aiking about Indians, you're talking about so many different things.
H If you are talking zbout Arizona and New Mexico, you're talking

basically about reservation Indians and a lot of tribal control. If you're
talking about Oklahoma, we don't have what we cail reservations like you
do in New Mexico ar. Arizona. We have rural Indians and urban Indians.
Although we do still have a lot of tribal programs, 2 lot yf the funds
have come from the same source, Title IV. There arz several categories
for Title IV grants in Indian £ducation. Part A goes to the public
schools; part B goes to tribes or Indian orgenizations. The schools still
nave Johnson-0'Malley tunds.
TITLE IV HAS MADE In 2 lot of theése areas the tribe does have

SIGNIFICANT CHANGES

control. For example, in some of the areas
IN INDIZN EDUCATION. onero ° Pie, ‘ >

whare the Navajo children go to public
schools, the control they have is through their parent committees. A
friend of mine was a director of a Title IV program in Gallup about three
years ago. She had one Havajo on the parent committee and the school is
over 9C percent Navajo. I'm sure that has changed by now. Title IV
Indian Education has really made some changes, because for the first time
many people are beginning to realize that they have something that's
definitely set aside for them and they've got some input. And it's
taken since 1872 for the parents to begin to catch on and to begin to
get involved. It's a slow process. And there's a lot of misuse of
Title IV funds still. Today they'}e used for teachers, for planning,
to pay part of a teacher's cost, to service all students. You can go
on and go on about all the things they can do with Title IV funds.



Syt Tt's successful because Indian parents zre inveived. And for the first
time Indian parents are going up to the schools and they'rs sitting down
with the superintandent or the principal or the school board, and taiking
about their children. That's never happened before. So one thing you can

say about the success of Title IV is parental involvement.

Pjgjﬁhere is a national Indian council involved in Indian education.

It's what we call NACIE, The Naticnal Advisory Council on Indian
Education. I think there are fourteen pecpie on it. We have a person from
Oklahoma who's on NACIE, and I krow we have some people from Arizona,
California, Hew Mexico, and Seattie, Washington. And of course there are
come other national Indian Advisory boards, too, but this i3 the big one
for Irdian education. NACIE was set up by the President, and it's really
a naticnal parent committee, like a parent committee over the local funds
in the schools. They are supposed to help set policy and they have been
fairly effective, I think, The pecple on NACIE are lay people,

community people, professional people, sc its composed of a cross-section
of the Indian community. When I talk about the Indian community, I talk
about it nationally. There's a "pan-Indian" move going on now. There

has to be, because all the funds that come out of Washington aren’t funds
that go just to the Pueblo, or just to the Cherokee. They go to all of us.

IMDIAN STEREOTYPES

]f%glbw I want to talk briefly about stereotypes. VYou all talked about
culture in the classroom yesterday. I like this one: "to ennance

the children's self concept and change their attitude toward school, the
environmen:t must raise their perception of their own culture.” Has that
‘happened to Indian students? What do you know of Indian culture? Wnat

do Ind:an students know about Indian culture? Do you think Indian students
know more about Indian cultura than non-Indians? It depends on where they
come from, doesn't it? It depends on whether they've been raised in their _..




O

ERIC

Aruitoxt provided by Eic:

culture. UrZerstanding culture is crucial to the process of =ducation. I
think that if we look at our textbosks and listen irn the classrooms, we'll
see that very 1ittle is said about Indian culture or Indian histoiy.

What is our image o»f Indians? Bows and arrows, tipis, the naked savage,

the noble savage. We have a textbcok at the college where I teach. The coll

has zie largest Indian population in the country, and do you know what

wn
ot

ratement was in that textbook? This is a current +textbook. "The half-
naked Indian.”

Jf§§gnd how many symbols do we have nationaily that use the "Indian" as
an object? s a mascot? Northeastern State University's 1is the
"Redman." The University of Oklahoma used to have “Little Red." T was
at OU during the controversy, though I wasn't involved in it. They

had a dancer named Kirk Kickingbiré¢-he's an Indian atiorney row--and he
wore his war dance clothes which are symbolic for many different tribes,
basically plains tribes. And he would dance at the pow-wow. I thought
about this a long time toc and I thought, “Well, is there anything wrong
with that?" Ha's not making fun of the Indians. He is an Indian, he is
wearingAthe clothes, he is do“ng the appropriate dance. But the students
arjued that this is a race of ceople ind these dances are ceremonial.
Today, they are social. Basically, pow-wows are social. They are part
of the pan-Indian movement to bring Indian people together, but they are

stii] traditional. And the songs that are sung, that the dancers dance

-

+00, are traditional songs. They have a lot of meaning and a 1ot o
heritage in them. And for us to do these dances as a mascot at a foot-
ball game is the big complaint the ctudents made. We're a race of people.
We're not on the same level as a Razorback, Pistol Pete, and some of

the other symbols that football teams usa. What i¥ we were called the
Blackmen? 1Is there any cifference? Or the Italians? We're a race of
people and we real]y,aren‘tAa mascot for football teams. And I think

using Indianc as a mascot perpetuates the image to children, and to

grown-ups too, that wa don't think of Indiars as being real people.
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En conclusion, I would 1ike to offer some suggestions on ways
to teach children:

Don't equate Indian people‘with objects.
Study the present as well as the past.
Don't talk about "them" and "us".
Remember there are many Indian cultures.

Remember there are many physical differences among Indian
people, as there are in all groups.

Try to learn tribal/national names and use them (Sioux,
Apache, Navajo, Delaware, and so on) rather than "Indian."

#hen you find stereotypes, discuss them in class and teach
students to recognize them.

O
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VIET[‘JAMESE CHILDREN In U.S. CLASSROOMS

INTRODUCTION

Bifh-Chi V¥-Thddng VEn came to the United States from Viet Nam with
her husband and four children in 1375, after the fall of Saigon.
She was educated in Eurbpe, having completed her undergraduate studies at
the University of Paris-Sorbonne, with'a major in English. She also
attended a one-year course at the Institute of Education, University‘of
London, England, which led to the Diploma in the Teaching of English as a
Foreign Language. From 1958 to 1559, she was Lecturer of English at the
-College of Letters and Humanities, National University of Saigon. She
then became Specialist at the High School Textbook Publication Service,
Ministry of Education in Saigon. After five years she resumed her
teaching career as an English teacher at Saigon's Lyceé Marie Curie, a
French high school.

Jfé%;t the present, Bi¢h-Chi V{-Thddng lives in Austin, Texas with her
Y — family. She is an instructor of English as a Second Language at
Austin Community College, « araduate. student at The University of Texas
at Austin, and editor/publ sher of a bilingual cultural monthly magazine
called, "Quf me/Homeland," in which this paper appeared. Coming from a
very, different culture and educational system, she is in a position to
present some thought-provoking observations about the educational

system of the United States. She also brings a special perspective

to bilingual/multicultural education, a perspective based both on an
jnternationai education and on persanal experience.
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VIETNAMESE CHILDREN IN U.S. CLASSROOMS

’§§§§;}7hen you look up Viet Nam on the world map and draw a line from

there to the U.S., it isn't surprising that to Vietnamese students,
schooling in the United States is like "day and night" compared to schooling
in their own country. Even for well-prepared Vietnamese students this
country is too big, too rjch--everything is oversized, classrooms are too
open, teachers too liberal. It is my primary concern in this presentation
to show the true image of a newly-arrived Vietnamese child and then Tet

you find out the best approach you can take to help .2 child.

VIETNAMESE EDUCATION

E ?rom early childhood, Vietnamese children are taught that there are
three essential values in 1ife which will influence their adulthood:

* myS XING, who represents the Nation (later, the Xing
was replaced by the Country itsel?)

TEZ TEACHER, who is the guardian of knowledge
THE FATHER, who brings you into this life.

In the Vietnamese value system, the concept of the Teacher is given more
jmportance than the Father, implying that Life is nothing without Knowledge,

and conssguently Knowledge would be nothing without a Country to serve.

T < > P In the light of this value system, what

was education like in Viet Nam? Traditionally,
Vietnamese think that: "He who does not
know how to OBEY shall not know how to COMMAND.™
And because we want our children to learn
¢ how to command--at least their own lives later--
our Education was centered on giving them the knowledge of Obedience. In
this system of education, parents and teacher decide what is best for
their cnildren, and expect them to Jearn without gquestioning. The Viet-
namese Educational System can be symbolized as an inverted triargle with
the Teacher and the Father or Parent at the top and the Child at the bottom.

fs
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VIETNAMESE CHILDREN

c Vietnamese Children cannot question Parents
or Teacher. They must take it for granted
that parents and teachers know what is best.
The American educational system is really the

world upside down for these children, because
T & > 7

what American schools want to promote the
most is the child's personality. The American system of education can be
symbolized as a triangle, with the Child at the top and the Parents and
the Teacher at the bottom. In the United States, children are trained to
stand up for their own opinions, to question parents and teachers, and to
discuss their own concerns with them.

Because Vietnamese children cannot speak for themselves in the early
school years, they expect much more from teachers than merely class-
room teaching. They expect their teachers to give counsel tnrougnaut life,

to be a good example, and to personify wisdom. Teachers are morally

‘responsible for their students' behavior or moral attitude in society. A

question very frequently asked at job interviews in Viet Nam is: "Who is
your teacher?" This means that a hard-working, honest and conscientious
teacher would fail a lazy, dishonest, untrustworthy student.

HOW DO VIETNAMESE CHILDREN FEEL?

Because of the differerce between the two systems of education--the
Vietnamese school very much centered on bending the student into

an’ obedient attitude at home, and the U.S. school centered on developing
the child's persona]ity-—Vietnamése students have a hard time adjusting to
their new 1life in America. ‘low do the Vietnamese children feel? They must
feel very bewildered and lost because:

At school they are the aliens who do not speak like
everybocdy else.

133
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A+ home they are strangers to their parents: they have
learned another way of thinking and dare sometimes say
that the parents are wrong.

Outside they are not completely adopted by peers
because the games being played are not at 3
they do not understand the fun in them:
/ E fhe children feel, however, that if they can overcome the language
barrier, they would be happier. But here again, the traditional
image of a teacher to look up to is not available. American teachers
want Vietnamese children tQ say what they want, to choose what 5ubjetts

they would 1ike to learn.

rtgthe English language is sO different from Vietnamese. s
The structure is completely j1logical to them: a verb can be
transitive or intransitive (i.e., to give, O take, etc.); the same word

can be both adjective and adverb (i.e., very, w#ell, etc.); the same letter

in the alphabet is said differently according to its position in a word

(i.e., trade and +raditional, mind and mineral, etc.). L |

}{n addition to the Tanguage problem, if a student is 15 years old,
he or sne must enrcil in Grade 9 or-10 without any consideration
being given to the fact +hat the child's schooling was discontinued for
at Tedst-¥our years in Viet Nam. The student is expected to adjust not

only to spoken and written English, but also to other subjects as ccmplex

.

as mathemaztics, chemistry, social sciences, geography, etc.

HOW 20 VIETNAVESE STUDENTS REACT?

"g'*here are varijous ways that Vietnamese students will react to these
B pressures. Probably they will drop out of school and learn in the
street what the school cannot teach. Or they may attempt to hang on,

wnile sustaining deep frystrations that cause a degree of mental unbalance.

Vietnamese students who succeed were generally among the first shifts of

Q. 11
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VIETNAMESE CHILDREN

evacuees who came right after the fall of South Vietnam in May 1975.
When they arrived in the U.S. they were just in time to start a new school
vear. There were also quite a few who had studied Engiish as a Foreign
Language at home or whose parents had been educated overseas. Moreover,
the students, who were only a small number at that time, were assigned,

good, comprehensive teachers who appreciated their working qualities, their
politeness, and their eagerness to learn.

CULTURAL DIFFERENCES TO REMEYBER

’ig:*here are still some cultural differences that should be tazken into
account when teaching Vietnamese children:

® passivity. Vietnamese children are not usea to being
expected to give their own opinioa. Th_y expect to
be told what to do.
They take for granted that the teacher is always right.
Moreover, they do not want to guestion the teacher even
when they don't understand in class. They would rather
ask their friends.

Do not underestimate their passivity. The students are
recording all that happens &round them and will react
in a way that would be very surprising tc you.

But do not force their participation either. Give them
time to adjust; then you won't have to Stop them because
they have gone too far.

®* Do not try to teach them your new concept of education
by jeopardizing their own traditional values. Instead,
if you simply make them realize that in their new life
they have to make decisions by tnenselves most of the
_time, and only they are responsible for their own lives,
the children will be grateful to you and will not feel
so lonesome. ’

Vietnamese parents are not familiar with PTA activities
and consultations. Most of the time they expect the
teacher or the counselor to tell them what is best for
their children. Some children don't want parents who
do not speak English to attend PTA meetings, because
they feel sorry for their parents.

O ‘ ) ‘ ¥ -
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ﬁCN As a conclusion, Vietnamese students, if
T< —> P given the right kind of help in schools,
\/ / will be happy kids growing into good citizens.

They will more than appreciate the new life
they have found here and will know how to
cherish and defend their new homeland. A

<
N

A T
N

> P

very nice star can be made when the two

systems of education--U.S. and Vietnamese--are put together.
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IV, CONFERENCE EVALUATION

In order to evaluate the conference, a Participant Questionnaire
was distributed after the final presentation. Sixteen questions weie asked,
four of them open-ended, and the rest forced-choice; The gquestions provided
information about participant profiles and conference effectiveness and
usefulness. The Participant Questionnaire is reproduced on the next page.
An analysis of responses to each question follows.

Out of the fifteen participants, fourteen Questionnaires were
returned. In examining the data, rasponses were grouped according to LEA,
SEA, and other. This was done in oréer to see if the three groups

“perceived the conference in different ways or expressed different reads.
In some cases different patterns of response were noted. In trying to

estabiish trends, however, the small number of participants must be
taken into consideration.

A follow-up evaluation of the conference will be conducted six weeks
following the conference, and the results will be reported ir *he
approoriate bimonthly report of the SEDL/RX.

—————t —
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R4D SPEAKS IN BILINGUAL/MULTICULTURAL EBUCATION

Participant Questionnaire

1. I representmy _ SEA __ IEA __ LEA.

I am responsidle for direct training of teacners.
I am responsisle for training those who tr2in teacners.
Other:

€010

3. This conference will assist me in the following ways:

C in conducting inservice D 1n evaluating materials
2 in hiring corsultants 0 in training others to conduct inservice

O Other (please describe)

Please indicate the extent to which you agree with the following statements dy
circling the appropriate response. (SAsstrongly agree, A=agree, N=neutral,
Jagisagree, SD=strongly disacree)

. The conference was well organized. SA A N 0 SO

F

3
=z
o
[
[+

5. Tha information presented at the conference was SA
yseful.

6. ! would like a follow-up conference in my state. SA A N D SO

7. The resouw.e people were knowledgeable and SA A N 0 SO
aresented useful information.
8. Tnhe 3ilingual-Education session was useful. SA A N D SO
S. The Follow Through Program Model session was SA A N D S0
ysefui.
16. The Culture in the Classroom session was SA A N D sD
useful.
) 1. ThL Unlearning Indian Stereotypes session was SA A N 0 SO
useful.
12. The Viet Nemese Children in U.S. Classrooms SA A N D 50

session was useful.

12. what points develoved in the conference 2 -0st important to you in fulfilling
your jot responsibilities? Please list thex.

14. As a result of the conference I will:

15. was there a topic arez that should have been adcressed and was not?

16. Additional comments.

P
| 2

O

ERIC : . 4 19

Aruitoxt provided by Eic:



QUESTIONS AND RESPONSES

Frea

| S

Ce:



QUESTION 1:
& .
QUESTION 2:

[N}

represent my SZA IEA LEA.

am respcnsible for direct training of teachers, for training
hose who train teachers, or other.

b

Eight participants represented SEAs; four represented LEAs; one was
from a resettlement program, and the other from a training resources
center (TRC). OF the eight SEA respondents, one trains both trainers and
teachers and four train trainers only. Three indicated that they work with
Title VII programs, in various capacities rénging from technical assistance
to supervision. In the "Other" category, SEA respondents mentioned

policy and administrative procedures.and “"monitoring for approval teacher's
work."

0f the four LEA representatives, one trains trainers only, one trains
teachers only, one does both, and one is involved in research and develop-
ment only. The TRC representative trains teachers and provides technical
assistance, research and evaluation. The representative from the

resettlement program did not inc'cate training duties. See Tedle 1,
Participant Profiies.
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- TABLE 1
PARTICIPANT PROFILES

SEA/LEA train train
other ’ teachers trainers other
N . SEA provide technical assistance
- . to Title VII programs and
monitor them
SEA coordinate Title VII projects
and helping all other LEAs
with LEP students
SEA general administration and
supervision of Title VII
programs
SEA x policy and administrative
procedures
SEA x
SEA b monitor for 7pproval teacher's
work
SEA b
~ SEA X b
LEA x
LEA research and development
LEA X ) x
LEA X
Resettlement
Program
Training X technical assistance,
resources research and evaluation

center LX

O
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QUESTION 3: This conference will assist me in the following ways:
in conducting inservice, in hiring consultants, in
evaluating materials, in training others to conduct
inser.ice, and other.

Seven of the eight SEA reprasentatives reported that the conference
would assist them in conducting inservice, five in evaluating materiais;
four in hiring consultants; and four in training others to conduct
inservice. Proposal writing and research findings were mentioned in
the "Qther® category. Of the four LEA representatives, one marked every
option, while most marked only one or two: conducting inservice and
training others were marked three times; hiring consultants two times;
and evaluating materials once. In the "Other" category, awareness of
research findings and information 4issemination were mentioned. Table
2 presents the details.

b
(\<
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TABLE 2

WAYS CONFERENCE WILL ASSIST PARTICIPANTS

Represen-  Conducting Evaiuating Hiring Training Other
tative Inservice Materials Consultants Others
SEA X X
SEA X Toax
SEA X X
SEA X X
SEA X X
SEA x x X
STA X X X
SEA X X X b understanding in
giving assistance
} } in proposal writing;
; adding w0 reszarch
knowledge
TOTAL SEAs 7 5 4 4
LEA X
LEA X X
LEA . X X
LEA X X X X
TOTAL LEAS ' 3 1 2 3
Ressettlement ' x
Program
TRC X awareness of research
’ findings and infor-
) mation dissemination
TOTAL OTHER ] 1
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QUESTICNS 4-12: Dleéase indicate the extent to which you agree with the
following sta;ements by circling the appropriate
response: , AN

~e Conference was well-organized.

Information_presented at the conference was useful.

would lixe a follow-up conference in my state.

resource people were knowledgeable and presented useful Information.

ilingual Education session was useful

ow Through Program Model session was_useful.

ure in the Classroom session was userful.

arning Indian Stereotypes session was useful.

Namese Children in U.S. Classrooms sessicn was useful.
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In this series of forced-choice questions based on a five-point rating
scale, participants were asked to indicate if they SA=strongly agree,
A=agree, N=neutral, D=disagree, or SD=strongly agree. LEA and "Other"
participants were unanimously. pos®:.ive in their responses to each statement. .
SEA participants, on the othér hand. were not. Three out of the eight
scpAs responded for the most part with "neutral® or “"disagree" to each

the statements. The other SEA responses were mixed. Overall, the
Jowest-rznked presentation was the one on Indian stereotypes; highest-
ranked was Vietnamese children. Nine of the fourteen respondants indicated
that they would 1ike to have a follow-up conference iﬁ their state. Table
3 divides the fesponses into the three participant cétégories and gives
totals for each kind of response. '
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TABLE 3

RESPONSES TO FIVE-POINT RATING SCALE QUESTIONS

_________________ G _e_n_e_."_a_"l__S_t_a_t_e_n‘._e_r:_ti_"“_"" L Useful Presentations
A ool i B R R - W il
SEAs
SA 1 2 1 2 5 1 2 3 4 5 13
A 7 5 2 4* 18 4 3 1 2 2 i2
N 1 ‘ 1 2 4 2 2 3 1 1 g
) 3 3 1 2 1 3 6
So - -
no
. response 1 b] -
LEAs
SA 1 27 3 2 1 1 3 7
Ly 3 4 4 2 13 2 4 3 3 1 13
B - -
sD - -
na ) ' Tl
response -
ther
SA 2 2 2 2 8 1 H 2
A _ 1 2 2 1 1 7
N 5 _ -
] ) - - 1 1
sb o R 3
no . - .
resconse . ~ ‘ -
*one response qualified with "most of them.”
| 124 :
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to you In fulfilling your job responsiZilities:

Cew .
L2858t trhem.

Zleven participants responded toc this open-énded guestion. SEA and LEA
reoresentatives were in agreement, noting the presentations on Indochinese/
Vietnamese culture, Indian stereotypes, cultural awareness, and bilingual
research. The latiter two were mentioned most often. Responses are
quoted verbatim below.

SEAs mentioned:

Culture

Research to be published

Presentations concerning culture; overview of research in bilingual
education

Resource materials; cultural awareness

Vietnamese Talk; Unlearning Indian Stereotypes ,
Ressarch studies being conducted by SEDL; cultural awareness and
understanding

LEAs rientioned:

Multicultural education

Understanding the feelings of cultural differences of the Indo
Chinese

Most of the points conceraing language arts and bilingual education;
many of the points concerning cultural consideration and bilingual
education

Cultural awareness; current research

"Other” mentivined:

Research data/synthesis
Bilingual & Internationa! Education Language Arts, Implementation
& Effects

ey
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Eleven participants responded to this open-ended question. Mentioned
were worksnhoos in their states, inservice training, and sharing awareness
with others. Some of the responses were specific actions; others were

changes in attitude or increased information.

SEAS mentioned:
Arrange for a statewide workshop on culture in Oklahoma for teachers
working with biiingual students S
. Disseminate information )
. Have a better understanding of Indian and Vietnamese children;
have a better idea of what research is available on bilingual

education
. Probably bring one of the consultants, Ms. Maggie Rivas to Oklahoma
. Use and share information with school districts I work with
Have a better background for assisting with proposal writing;
support a cultural awareness workshop in my state

LEAs noted:

. Use some of the materials and ideas in our multicultural inservice
programs
. Be able to return to my state and ccnduct awareness and training

programs at the state level
Be able to better perform those duties that are related to my

position.

Other noted:

Be much more aware of SEDL zctivities and goals and how SEDL can be

of benefit to its constituency
. Try to implement 3ilingual Education for Vietnamese children in

Texas

b
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QUESTION 13: ez there 2 Copic area tiat siou-g a7ve oeen adéressed and

Seven participants respondad to this open-enced question. Responses

are repeaied verbatim below.

.

SEAs mentionecd:-

. Some new informetion on research
. Perhaps a speaker who was & monolinguai (English-speaking) teacher
of bilingual students to get a different perspective

. Topics were satisfactory

LEAsS men 101“d
More specific information on classroom activities and ways toc give
teachers multicultural information

. Sources for Tunding and program information
ESL and its role in bnl1ngua1 educacion

"Other" mentionec:

How can research efforts be standardized and cocrdinatec
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QUESTION 16: Additional Comments

Finally, participants were given space to make additional comments
about the conference. Six participants responded. =tach respense is

rzoresented verbatim Lelow.

SEAs mentioned:

An excellent workshop
The first cay of the meeting had a very low complexity level for
the group represented. As o topic areas that could have been
addressed -—~These could include a multitude of areas but the topics
addressed were satisfactory.  The content in some presentations
wes ~acking.
Yhat was the purpose for defining culture if our definitions were
not going to be used. What about the two values written? These
should have been discussed. Perhaps. we would have been at the
understanding level of other cultures. '
Speakers should attend the entire conference so that they are aware
_of the development of attitudes and skills of participants. “Level
of skills (concerns)" of participants should have been ascertained
for planning of the conference. The participants were more sophis-
ticated than they were given crecit for. The research paper should
have been sent to participants prior to the conference so there
could have been more meaningful discussion. The speaker on Indians
was too belligerant and biased which is ok, but if this view was
presented then a conservative vie. should be prepared also. Not
all Native Americans are of her opinions. . (Filmstrip) Wouldn't
it be better to foster positive attitudes in children? Bich-Chi
was excellent--a beautiful and thoughtful person--a true scholar!

LEAs mentioned:

Good conference! ' :
Enjoyed the conference; I thought that it deait with & variety of
topics that will be useful to me. uell organized!
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